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The purpose of this study was to determine if
student achievement is explained by student socio-economic
status, school socio-economic status, school supervision,
conduct, age, sex, mother's education, mother's occupation,
father's education, father's occupation, vocational goals,
educational goals, absences, and tardies.
A survey was. used in which two low socio-economic
status and two middle socio-economic status schools were
selected by matching. Parental education, sex, and
individual student achievement were selected randomly
within each school. Four homerooms from each school were
randomly selected, and the profiles of all the students in
each homeroom were analyzed from their permanent record
cards. A total of 407 students were used as subjects in
tnis study. The teachers of each school were administered
a prevalidated instrument to determine their perceptions
of the principal's supervision behavior. A total of 117
teachers were used in this study. School supervisory
1
scores were attached to each student's profile, and a
factor analysis was conducted to group the variables in
their conununalities. Regression analysis of the data was
conducted to determine the relative contributions of the
school and environmental variables to student achievement.
The results indicate the order of the significant
contributors as: individual student socio-economic status,
conduct, school social class, vocational and educational
goals, absences, and tardies. Age, sex, and school
supervision were insignificant. The significance of this
study lies in its support of the Coleman Report which
shows individual socio-economic status as the key
predictor of student achievement. This research did not
support Edmonds' study, where the school average test
scores of only two low socio-economic status schools were
considered and the instructional leadership of the
principal was considered the main contributor to student
achievement.
It is recommended that principals and teachers
should be. sensitized at workshops to look at individual
student socio-economic status profiles and to create
curricular strategies to counteract these negative
influences. Significantly, conduct and socio-economic
status are related to student achievement but not to each
other. This indicates that teachers should be taught to
observe that if they raise students' test scores by
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Student achievement is one of the greatest educa¬
tional issues facing education today in our nation. The
weight of this issue was brought to the attention of the
educators throughout all school systems when the document
A Nation at Risk was published in 1983.^ Since the
declaration of the lack of achievement in our schools,
educators began to focus attention on this problem in
various states. For example, the state of Georgia, in
trying to increase student achievement, started its
Quality Basic Education program. Quality Basic Education
(QBE) is now in its second year and emphasizes improve-
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ments on all grade levels.
Studies were also made to indicate needs for and
changes in improvement. One such study comes from a report
^National Commission on Excellence in Education,
A Nation at Risk; The Imperative for Educational Reform
(Washington, D.C.; U.S. Department of Education, 1983).
^Georgia Department of Education, Quality Basic




regarding student achievement that was entitled "A Study
of High School Excellence," sponsored by the National
Center for Educational Statistics. This report describes
the increase in achievement test scores and points out
factors that contributed to those gains. Increases were
seen in reading and mathematics. This was true in those
schools that stressed good student achievement and had
higher socio-economic status.
Student achievement was viewed from both middle
and low socio-economic status schools. Results demon¬
strated that students from the poorer areas did not
increase their scores as much as those from wealthier
areas. James S. Coleman concurred with the National
Centers for Statistics, in a reported study that he
conducted, that there were significant differences in
school systems throughout the United States. These
differences accounted for the achievement level of
students. When he examined student achievement in the
early study. Equality of Educational Opportunity, he found
that school input had little relationship to student
achievement.^ On the other hand, the greatest impact on
student achievement was the student's family background.
In the family background, educational levels and socio¬
economic status, family size, and the amount of interest
3james S. Coleman et al.. Equality of Educational
Opportunity (Washington, D.C.: U.S. Government Printing
Office, 1966).
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that the parents showed in their children's education and
in reading were highly important. Not too close to a
student's family background but second in influence was
the family background of other students, which had a
greater effect on student achievement than school input.
There was a tendency to better performance by students who
attended school with others and who were from homes with
4
greater academic backgrounds.
Findings indicated by the Educational Testing
Service demonstrated that there is a dire need for educa¬
tional policies to be geared toward improving the schools
and toward equalizing the course-taking opportunities
across all the schools. In addition, the study found that
there were several factors that affected those gains that
were made. Those students at schools with a large number
of students in academic curricula made the greatest
gains. Students in the academic curricula reported fewer
disciplinary problems. Further, those students who had
5
more homework to do showed greater achievement. Not
only did this report recommend that educators and policy
makers improve the curricula in schools with large numbers
4james C. Coleman, "International Comparisons of
Cognitive Achievement," Phi Delta Kappan 66 (February
1985) ; 403.
^Educational Testing Service, "ETS Study Finds
That Achievement Increases in Last Two Years of High
School," Phi Delta Kappan 66 (June 1985); 75.
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of disadvantaged students, but also that they assist in
higher expectations for student performance.
Need for the Study
In our nation, citizens take pride in the fact that
our country is great. Added to its greatness is the fact
that it is made up of people from other nations all over
the world; hence, there are children with varying back¬
grounds. If a nation is great, then, the people who
comprise it make it that way. That is to say that a
nation should be superior in every way, and in this case
its greatness should begin with the education of all of
its children.
Since much has been said concerning student
achievement, educators need to be reminded constantly of
the role that they have to play in our children's educa¬
tion. If children are to be the citizens of tomorrow and
take their places in society, they need to be encouraged
not only by educators but also by their parents to reach
their potentials, for all of these forces could have an
impact on student achievement.
In comparing education in America with that of
other countries, researchers posed questions and related
some uncertainty regarding our lagging behind. Educators,
parents, and government officials need to be made aware of
the impact student achievement has on the greatness of our
country, and this study will help in planning curricula
5
and executing objectives for our schools. Ultimately/
this planning will hopefully lead to increased levels of
student achievement and productive citizens who will add
to the greatness of our country.
Problem Statement
The purpose of this study was to determine whether
or not student achievement is explained by the individual
social class, the school social class, school supervision,
conduct, age, sex, mother's education, mother's occupation,
father's education, father's occupation, vocational goals,
educational goals, absences, and tardies.
Research Questions
The following main research questions guided this
study:
1. Would student achievement be explained by the indi¬
vidual student social class or the school social class?
2. Would student achievement be explained by the school
supervision?
3. Would student achievement be explained by the sex,
age, attendance, and aspirations of each student?
Significance
Edmonds examined two elementary schools in low
social environment and determined that the high achieving
one practiced the effective school characteristics. He
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did not examine secondary schools. Further, he examined
the aggregated data of the school and not the disaggre-
gated data (the individual student). Hence, from a
theoretical perspective, there is a need to validate the
findings first at the secondary school level and then at
the individual social class level of the student. From a
practical perspective, it would mean that the effective
schools probably still need to look at individual variation
among students in planning for student achievement--a
problem which is currently overlooked in the global effec¬
tive school leadership program.
The Problem in Relation to Selected
Issues in Education
The recent passage of the Quality Basic Education
Act in Georgia and current implications of the quality
basic education program emphasize the need to improve
students ' achievement at all levels of the education
system. In this process. the principal is the pivotal
figure in a school--the one who most influences the
quality of teacher performance and student achievement.
. . . If a school is a vibrant, innovative, child-
centered place; if it has a reputation of excellence
in teaching; if students are performing to the best of
^Ronald Edmonds, "Effective Schools for the Urban
Poor," Educational Leadership 37 (October 1979): 15-23.
7
their ability, one can almost always point to the
principal's leadership as the key to success.^
Additionally, as Blumberg and Greenfield have stated;
. . . It takes a unique person to help give a school,
first, an image of what it can be and, second, to
provide the drive, support, and skills to make that
image approximate reality.^
This emphasis will necessarily require the school
system to respond with effective principals and effective
schools. As Edmonds pointed out, however, inequity exists
in American education from our failure to educate the
g
children of the poor. Education in this context refers
to early acquisition of those basic school skills that
assure students successful access to the next level of
schooling. Equitable education would begin by teaching
poor children what their parents want them to know and
would end by teaching poor children at least as well as
middle-class children. Nevertheless, Edmonds observed
that urban schools that teach poor children successfully
have strong leadership and a climate of expectation that
students will learn.
^James M. Lipham, Effective Principal, Effective
School (Reston, Va.; National Association of Secondary
School Principals, 1981), p. 18.
®A. Blumberg and W. Greenfield, The Effective





The importance of this study is derived from the
dual emphasis in this country of providing equitable and
quality basic education. Accepting the premise that the
key to successful schools is found in strong leadership,
this study investigates and compares the leadership
behaviors of principals who run effective schools with
those who run less effective schools, in an attempt to
gain some insight into this phenomenon as related to the
individual students of varying home backgrounds.
If students are to achieve with the improvement of
the curricula for all students--if all expectations are to
be greater--then supervision plays a role. This includes
the principals, who set the tone of the institution by
tneir style of supervision.
There are various styles of supervision, some of
which are administrative, scientific, democratic, clinical,
and human resource supervision. Different principals
could have different types of supervisory styles. An
administrative supervision (inspection) is characterized
by action toward achievement of goals but is not dependent
upon others for success. The administrative supervisor
works with other things and ideas rather than with people.
Scientific supervision represents the traditional,
classical, autocratic philosophy of supervision, in which
teachers are viewed as "appendages of management" and as
such are hired to carry out prespecified duties in
accordance with wishes of management. Democratic/human
9
relations supervision had its origin in the democratic
administration movement. Teachers are viewed as "whole
people" in their own right, rather than as packages of
needed energy. Participation is important, as teachers
must feel that they are useful and important to the
school. In clinical supervision both the teacher and
supervisor are considered to be experts. They communicate
as colleagues, with the teacher identifying concerns and
the supervisor assisting the teacher in analyzing and
improving teaching performance. Human resources super¬
vision adapts shared decision-making practices because of
the potential to increase effectiveness. These types of
supervisory styles could, therefore, impact teaching and,
hence, student achievement. The socio-economic status,
school supervision, conduct, sex, age, vocational goals,
educational goals, absences, and tardies may vary in
school systems. These very variables could explain
student achievement.
Limitations
The following limitations apply to this study:
1. This study was limited to only four high schools in
the Atlanta Public School System.
2. It was also limited to one school system in the metro¬
politan Atlanta area.
3. This study was further limited to tenth graders.
10
4. The variables in this study should be interpreted as
defined and measured.
Summary
This chapter gave an overview of the research.
Selected educational issues were discussed/ and student
achievement was listed as one of the greatest issues in
our nation today. The need for this study, the problem
statement/ and research questions guiding the study were
given. In subsequent chapters, detailed information on
the preceding topics is explored. Chapter II of this study





Early studies, such as the Coleman Report, have
shown that environmental and family variables have
explained student performance more than such factors as
money spent on staff preparation, instructional education,
and school facilities.^ This leads to the suggestion
that less money should be spent on principal leadership,
teacher training, school facilities, and instructional
strategies. Lezotte, Edmonds, and Ratner disagreed with
this approach and advocated that there were effective
schools with definite characteristics of effective
2
principals. They conducted research to show that
certain leadership characteristics of the principal could
counteract the low socio-economic environment and, hence.
Ijames S. Coleman et al.. Equality of Educational
Opportunity (Washington, D.C.; U.S. Government Printing
Office, 1966), p. 1.
^Lawrence Lezotte, Ronald Edmonds, and G. Ratner,
Remedy for School Failure to Equitably Deliver Basic
School Skills (Cambridge, Mass.; Harvard University, 1974).
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enable poor children to learn effectively. The following
literature review identifies the primary studies and the
key characteristics of effective principals.
Leadership Traits, Other Variables,
and School Effectiveness
Henthorn, from his studies, stated that in pro¬
viding leadership principals make decisions about eight
impelling issues directly related to the effectiveness of
3
the school. These include; (1) diversity vs. uniformity
in educational goals, (2) traditional vs. nontraditional
values and attitudes, (3) centralization vs. decentraliza¬
tion in organizational relationships, (4) directiveness vs.
supportiveness in leadership behavior, (5) authoritative
vs. participative decision-making processes, (6) managerial
vs. instructional tasks to be completed, (7) programmed
vs. adaptive approaches to change, and (8) interaction vs.
insularity in relations with the public.
4 5
Moreover, the studies of Trump, Austin,
3j. Henthorn, Principal Effectiveness; A Review
of Literature (Burlingame, Calif.; Association of Califor¬
nia School Administrators, 1980).
4j. L. Trump, A School for Everyone (Reston, Va.;
National Association of Secondary School Principals, 1977).
^G. R. Austin, "Exemplary Schools and the Search
for Effectiveness," Educational Leadership 37 (1979);
10-14.
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Denhorn and Lieberman,^ Goodlad,^ and lanni and
Q
Reuss-Ianni show that principals of effective schools:
(a) are committed to instructional improvement, (b) show
strong knowledge of and participation in classroom instruc¬
tional activities, (c) monitor the effective use of
classroom time, (d) engage in effective instructional
improvement processes, and (e) have positive attitudes
toward their staff and students.
9 10
Block and Dunn and Dunn have stated that,
in providing instructional leadership, the principals of
effective schools show that they understand and can aid
their teachers in carrying out the steps of individualized
or personalized educational programming. More specifi¬
cally, these writers state that this leadership is
demonstrated by these principals by:
1. Stating the educational objectives to be attained by
the student population of the school;
^C. Denhorn and A. Lieberman, eds.. Time to Learn
(Washington, D.C.: National Institute of Education, 1980).
7john I. Goodlad, "Principals Are the Key to
Change, AIGE Forum (Spring 1977): 74-78.
®F. A. J. lanni and E. Reuss-Ianni, "Crime and
Social Order in Schools," Education Digest (May 1980): 2-5.
9j. H. Block, ed.. Mastery Learning: Theory and
Practice (New York: Holt, Rinehart and Winston, 1971).
IOr. Dunn and K. J. Dunn, Administrator's Guide
to New Programs for Faculty Management and Evaluation (West
Nyack, N.Y.: Parker Publishing Co., 1977).
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2. Estimating the range of objectives that may be attain¬
able by subgroups—departments, subjects, classrooms,
or other learning units in the school;
3. Preassessing the level of achievement, learning style,
and motivation level of each student by the use of
standardized or criterion-referenced tests, observation
schedules, or work samples;
4. Setting instructional objectives for each student to
attain over a short period of time and planning and
implementing an instructional program suitable for each
student by varying the amount of teacher advisement,
the time spent in various instructional activities,
the use of equipment, materials and space, and the
size and configuration of teaching-learning groups and
individual activities;
5. Postassessing students for their attainment of the
preset objectives; and
6. If the objectives are mastered, implementing the next
sequence in the instructional program, and, if not,
providing suitable correctives.
Moreover, a study conducted by the State of New
York Office of Education Performance Review, published in
1974,^^ confirmed the relevance to pupil performance
Instate of New York Office of Education Perfor¬
mance Review, "School Factors Influencing Reading Achieve¬
ment: A Case Study of Two Inner City Schools" (New York:
State of New York Office of Education Performance Review,
March 1974) .
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of the institutional elements of leadership# expectations,
and atmosphere. This study specifically found that;
1. The differences in student performance in these two
schools seemed to be attributed to factors under the
schools' control.
2. The more effective inner-city school was led by an
administrative team that provided a good balance
between both management and instructional skills.
3. The administrative team in the more effective school
had developed a plan for dealing with the reading
problem and had implemented the plan throughout the
school.
4. Classroom reading instruction did not appear to differ
between the two schools, since classroom teachers in
both schools had problems in teaching reading and
assessing pupils' reading skills.
5. Many professional personnel in the less effective
school attributed children's reading problems to
nonschool factors and were pessimistic about their
ability to have an impact, creating an environment in
which children failed because they were not expected
to succeed. However, in the more effective school,
teachers were less skeptical about their ability to
have an impact on children.
6. Children responded to unstimulating learning experi¬
ences predictably; they were apathetic, disruptive, or
absent.
16
In 1982, Esquilin conducted a study at the Univer¬
sity of Connecticut concerned with the perceived leadership
12
behavior of secondary school principals. The hypothe¬
ses tested in Esquilin's study were;
1. There is no significant difference in the role admin¬
istration behavior of the principal as perceived by
assistant principals and teachers.
2. There is no significant difference in the role admin¬
istration behavior of the principal as perceived by
their assistant principals.
Esquilin found that: (a) assistant principals and teachers
appeared to hold similar perceptions about the principals'
role administration behavior; (b) assistant principals and
teachers appeared to hold similar perceptions about the
principal's leadership style; (c) there appeared to be
congruence between teachers' and assistant principals'
perceptions of their own leadership style; and (d) assis¬
tant principals and teachers perceived the principals as
effective leaders who enforced a representative role
pattern.
Glasgow conducted a study in 1970 at the Catholic
University of America concerning the self-perceptions of
leadership behavior of a sample of black principals in the
^^Jorge L. Esquilin, "An Examination of the
Leadership Style and the Role Administration Behavior of
Secondary School Principals in Selected Districts in
Connecticut (Storrs, Conn.; University of Connecticut,
1982). Dissertation Abstracts International 43, 5 (1982).
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District of Columbia Public Schools. This study was
conducted within the theoretical research design for the
description and measurement of leadership behavior based
on variables, interactions, performances, and expectations,
which was developed at Ohio State University. The instru¬
ment used to measure the self-perceptions of leadership
behavior of the sample of black principals was the Leader
Behavior Description Questionnaire (LBDQ), which was
developed by the Personnel Research Board of Ohio State
University. This study established that there were no
significant differences between self-perceptions of
leadership behavior of black and white principals, but
that there was a positive relationship between initiating
structure and professional preparation. It al^o pointed
out that black principals see themselves as competent to
assume leadership roles in professionally staffed
organizations.
Matthews and Brown, in a concise article, outlined
14
various factors that affect learning. They pointed
out how the school principal as an educational leader can
influence the improvement of learning.
l^Ann D. Glasgow, "The Self Perceptions of
Leadership Behavior of Black Secondary School Principals”
(Ph.D. dissertation. Catholic University of America, 1970).
Dissertation Abstracts International 31, 5 (1970).
l^Kenneth M. Matthews and Carven L. Brown, "The
Principal's Influence on Student Achievement," NASSP
Bulletin 60 (October 1976): 1-15.
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Felsenthal did a case study of an effective,
•redorainantiy black, public elementary scnool in an
lastern inner-city area.^^ The purpose of this study
ras to identify and define factors that related to school
‘ffectiveness. The analytical method used, taken from
‘cological psychology, emphasized observing natural
lehavior in its normal environment and noting the lines
»etween the person and the environment. Information came
:rom 35 structured interviews with students, adminis-
:rators, educators, and parents and from behavioral
>bservations in offices, classrooms, and other school
ireas. This research indicated that strong leadership
:rom the principal was the most crucial factor in the
5chool's effectiveness, especially as exhibited in the
)rincipal's impact on school climate, expectations,
icademic standards, and parent-school relations.
In their study, Newberg and Glatthorn explored the
principal's role as instructional leader in four urban
schools showing improvement in test scores. The bulk
>f this study consisted of case studies incorporating
inecdotal and quantitative presentations of such topics as
:he community, characteristics of the school, composition
l^Helen Felsenthal, "Factors Influencing School
effectiveness: An Ecological Analysis of an Effective
Jehool," Research in Education (August, 1982).
l^Norman A. Newberg and Allan A. Glatthorn.
'Instructional Leadership: Four Ethnographic Studies on
runior High School Principals," Research in Education
[April 1, 1984).
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of students and faculty, a profile of the principal, the
principal's exercise of instructional leadership, faculty
and student perceptions, the principal's intervention for
instructional improvement and their effects, and the
school's leadership structure, including the role of other
influential staff. The findings of this study indicated
that principals can improve learning by establishing
explicit policies for achieving clearly expressed goals,
effectively using slogans in support of those goals,
improving the learning climate, and having someone devote
attention to the curriculum.
Newberg and Glatthorn concluded that the principals
studied gave priority to student discipline and school
management and needed inservice education to become
instructional leaders. This study suggested that prin¬
cipals should provide general instructional leadership
while support staff with special expertise offer more
specific leadership.
Phillips investigated three interrelated questions
in his study; (1) What are the prevailing images of the
effective principal in the educational literature? How are
these images helpful or not helpful to the educational
practitioner? (2) How consistent are these images with the
world of practice? (3) What does this experience suggest
about the nature of effective educational leadership for
the school principal and the types and form of knowledge
20
apable of informing practice? Phillips used the case
17
budy approach in this research effort.
The findings indicated that the principal's role
5 more reactive and administrative in nature than the
mages of the proactive educational leader portrayed in
he prevailing literature. In addition, rational decision
aking, human relations skills, and involvement were shown
o be difficult sometimes to implement in,a disorderly and
mbiguous world characterized by competing organizational
oals, role conflict, and organizational inertia. Phillips
ound that organizational theory and empirical research
an provide understanding and identify general factors
ssociated with effective practice but do not provide a
iteral guide or foolproof recipes.
Smith examined the question of whether relation-
hips and differences existed between elementary school
eachers' ratings of their respective elementary school
rincipals' instructional leadership and their schools'
18
rganizational systems. He used a sample of 152
lementary school teachers from 19 urban schools. The
eachers were randomly selected according to three
l^Donald Arthur Phillips, The Principal as Effec-.
ive Leader; A View from the World of Practice (Washington,
.C.; Howard University, 1984).
l^Charles Raymond Smith, Jr., "The Relationship
etween Principal's Instructional Leadership and School's
rganizational System" (Ed.D. dissertation, Fordham Univer¬
ity, 1984).
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criteria: (1) the school was graded K-8, (2) the principal
had functioned within the school for at least two years,
and (3) teachers had regular, not special (e.g., music,
art, etc.)f assignments.
Smith assessed the principal's instructional
leadership by using the Patterson Instructional Leadership
Survey, which consisted of ten subscales. The Likert
Profile of a School, which consisted of eight subdimen¬
sions, was used to measure a school's organizational
system. The Pearson Product-Moment Coefficient of Corre¬
lation and the t test for significant differences were
utilized to analyze data and calculate relationships and
differences among the reported teacher ratings for
principals' instructional leadership and their school's
organizational systems. The results indicated that the
elementary school teachers in the study reported the level
of their principals' instructional leadership associated
with all aspects of their schools' organizational systems.
Montague examined the perceptions of teachers and
principals of instructional leadership in thirty-two
19
elementary schools in a large urban school district.
The components of instructional leadership were established
as Curriculum, Staff Relations, Inservice, Performance
Evaluation, and School/Community Relations. He used
l^Robert Thomas Montague, "The Perceptions of
Teachers and Principals of the Principal as an Instruc¬
tional Leader" (Ed.D. dissertation. University of LaVerne,
1983). Dissertation Abstracts International 44, 10 (1984).
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responses of principals and teachers to a fifty-item
questionnaire# which utilized two 5-point interval scales
as a means of gathering data for this study. Participants
scored principals according to perceptions of ideal and
actual behaviors. Using mathematical means# standard
deviations# and correlations# Montague analyzed the data
through t tests# Pearson Product-Moment correlations#
and Chi square to examine the responses of the 352
participants.
The results indicated that in a comparison of the
responses of the demographics of age# experience# and
grade levels taught with the instructional leadership
components for male and female principals# the greatest
differences occurred between the perceptions of teachers
and principals in the Performance Evaluation component.
The results also indicated that female principals and
teachers differed in perceptions more than male principals
and teachers. The results further indicated that prin¬
cipals did not demonstrate differences in their perceptions
of ideal practices but did differ in their perceptions of
actual behavior.
Lewis investigated four instructional leadership
styles utilized by effective elementary school principals
20
in Texas. Lewis used a questionnaire to survey
^^Norma A. Lewis# "Instructional Leadership
Styles of Effective Elementary School Principals in Texas"
(Ed.D. dissertation# East Texas State University# 1984) .
Dissertation Abstracts International 45# 3 (1984).
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effective elementary school principals and their teachers.
Demographic sheets were used to collect descriptive data.
Principals were selected through a nomination process, and
teachers were randomly selected from faculty rosters. Of
the 506 subjects, 439 returned the survey instrument.
Analyses of variance and t tests were used to analyze
data. The following results were obtained;
1. The Centralized style of instructional leadership was
significantly different from the Decentralized and
Teacher-Centered styles and received the highest mean
score.
2. The Monitorial style was significantly different from
the Decentralized style.
3. The Decentralized style was significantly different
from the other three styles and received the lowest
mean score.
4. The Teacher-Centered style was significantly different
from both the Decentralized and Centralized styles.
5. There was a significant difference between perceptions
of principals and their teachers regarding the Teacher-
Centered and the Centralized styles, with principals
rating themselves higher than ratings given by their
teachers.
6. No significant difference was found between perceptions
of primary and intermediate teachers regarding the
four styles.
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Lewis made the following conclusions: (1) teacher
maturity level governs the principal's choice of a pre¬
dominant instructional leadership style, (2) effective
elementary principals use a highly directive and active
instructional leadership style, (3) effective elementary
principals actively support professional growth activities
for teachers and principals, and (4) the elementary prin¬
cipal's effectiveness in providing instructional leadership
is not limited by the size of the district in average
daily attendance nor the size of staff or staffing pattern
utilized.
In another study, Norvell compared leadership
characteristics, teacher job satisfaction, and central
life interests in schools with similar demographic and
socio-economic characteristics and dissimilar levels of
21
student achievement. Norvell used eleven Los Angeles
County Chapter I schools from three districts in this
study. The schools were ranked as high achieving, low
achieving, or improving, based on the 1980-82 California
Assessment Program Grade 6 Reading Test scores and the
resulting ABW index. Principals completed a brief
questionnaire which provided background information about
the school. Teachers completed a six-page questionaire
21christine Ann Norvell, "Characteristics of
Perceived Leadership, Job Satisfaction and Central Life
Interests in High Achieving, Low Achieving and Improving
Chapter I Schools" (Ph.D. dissertation. University of
California at Los Angeles, 1984). Dissertation Abstracts
International 45, 6 (1984). ”””
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which provided teacher demographic information and
perceptions of leadership characteristics, job satis¬
faction, central life interests, and school curriculum
emphasis. Interviews were held with both principals and
teachers.
The results indicated that there was no significant
difference among the three school types in student
transiency quotient, teacher turnover, teacher absence
quotient, or curriculum emphasis. The low-achieving
schools had the largest population of students, the largest
percentage of teacher absences due to illness, and the
longest tenure of principals. There was no significant
difference among the three school types in the teacher
background characteristics (e.g., education, experience,
contract, etc.). There was no significant difference
among the school types in central life interests. Job
satisfaction did discriminate among the school types.
According to the perceptions of teachers, nine
variables of principal traits and behavior significantly
discriminated among the principals in the three school
types. The principals in high-achieving schools ranked
highest in teachers' influence in the school and level of
expectation for student academic achievement. The
principals in low-achieving schools ranked highest in
personal adjustment, stability, rapport with parents, and
sensitivity to teachers' feelings. The principals in
improving schools ranked highest in dominance, personality
26
(extroversion), ability to communicate, and control of the
reading program.
In another study, Bruckel assumed that there are
identifiable complex problem diagnosis attributes asso¬
ciated with high school principals recognized for effec-
22
tiveness. She hypothesized that these attributes
affect principals' ability to understand complex problems
comprehensively and accurately and, thus, to solve them
more effectively. These attributes included information
processing (analysis and synthesis), values (social,
aesthetic, economic, political, and theoretical), and
creativity (preference for the new and unusual) . She also
hypothesized that recognized principals would have higher
levels in all measurable variates except economic and
political values, which would be lower.
Bruckel used thirty-five former and present
principals recognized for their effectiveness by the
National Association of Secondary School Principals' 1977
High School Principals Study as participants in this
study. Their responses were compared with those of an
equal-sized group selected to control for geography and
population from the 1977 pool. Sixty-eight participants
from twenty-eight eastern states were interviewed in
person, while two from California were interviewed by
22joan Elizabeth Bruckel, "Some Correlates of
Complex Problem Diagnosis of Experienced High School
Principals" (Ph.D. dissertation. State University of New
York at Buffalo, 1984). Dissertation Abstracts Inter¬
national 45, 6 (1984). ■
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phone and mail. Thirty-six of the principals were
considered "career" high school principals because they
had remained in the position or retired directly from it.
The rest were considered "noncareer" because they had
taken other positions.
Bruckel used the Kropp and Stoker Synthesis and
Analysis Scales (U.S. Office of Education Cooperative
Research Project No. 2117, 1966), the Allport-Vernon-
Lindzey Study of Values (Boston: Houghton-Mifflin, 1960),
and the Barrow-Welsh Reviewed Art Scale (Palo Alto, CA:
Consulting Psychologist Press, 1949) for creativity. Data
were analyzed with Lohnes Factorial Modeling (in Nichols,
MAPS, SUNY at Buffalo, 1983), a process which determines
the relationships among several independent factors
created with groups of measurable variates.
The findings indicated that recognized principals
had higher synthesis and slightly higher analysis, higher
social and aesthetic values, and lower theoretical and
economic values. Of the four factors (thinking, valuing,
learning, and deciding), the greatest difference was found
in the valuing area, which included social, economic, and
theoretical values. Through the use of recognition and
career submodels, Bruckel found that unrecognized career
principals resembled the recognized group more than did
unrecognized noncareer principals.
Moreland examined the relationships among student
achievement, effective learning climate factors, and
28
personality types of principals in elementary schools
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of a large, inner-city school system. A total of 57
principals and 656 teachers participated in the study.
Principals responded to the Myers-Briggs Type Indicator.
Teachers' perceptions of school learning climate in their
schools were ascertained using the School Learning Climate
Assessment Instrument, developed by the staff of Michigan
State University and the Pontiac City Schools. Student
achievement was defined as the percentage of improvement
in reading from 1980 to 1983, as measured by the California
Achievement Tests.
The results indicated that there were no statistic¬
ally significant relationships among student achievement,
total school learning climate, and the combined personality
types of principals when student achievement was defined
as stated in this study. There were statistically signifi¬
cant relationships among factors in the school learning
climate, some specific dimensions of personality type, and
student achievement.
When student achievement was defined as the actual
level of achievement in 1983, there were statistically
significant relationships among all factors of the school
learning climate and student achievement. The personality
23john Young Moreland, Sr., "A Study of the
Relationship Among Student Achievement, School Learning
Climate, and Personality Types of Elementary School Prin¬
cipals" (Ph.D. dissertation, Georgia State University,
1984). Dissertation Abstracts International 45, 5 (1984).
29
types of principals showed only weak relationships among
factors of school learning and student achievement,
regardless of the definition of student achievement.
Miller developed a description of satisfactory
principal leadership from the perspectives of teachers in
his study.One thousand elementary and high school
teachers evaluated the performance of their principals by
using the NEA Building Level Administrator Evaluation
Survey. This survey identified ten schools (seven
elementary and three high schools) which had at least 60
percent of their faculty participating in the survey.
These schools contained 224 teachers who rated their
principals' performance as satisfactory. These teachers
then used the Leadership Behavior Description Question¬
naire, Form XII (LBDQ-XII) to describe satisfactory
principal leadership for their respective principals.
The LBDQ-XII results were subjected to an analysis of
variance (ANOVA), a frequency distribution, and respondent
interviews.
The findings of the frequency distribution
indicated that 80 percent of the teachers "often" or
"always" included the following LBDQ-XII factors in the
description of principal leadership: representation,
24Richard Wayne Miller, "A Description of Satis¬
factory Principal Leadership from the Perspective of
Teachers" (Ed.D. dissertation. University of North Carolina
at Greensboro, 1984). Dissertation Abstracts Inter¬
national 45, 5 (1984).
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invitation of structure^ tolerance of freedonif and role
assumption. Tolerance of uncertainty and consideration
were indicated by at least 79 percent of the teachers as
"occasionally" or "often" present. In the interviews,
teachers described satisfactory principal leadership in
terms of instructional leadership, interpersonal relation¬
ships, patience, and consistency.
Fusco identified and examined teachers' personal
perceptions and attitudes which continue the tradition of
25few women in school administration. She attempted to
determine what factors contribute to keeping women from
pursuing careers in education administration. Fusco used
a two-page, four-sided mail questionnaire. The sample
consisted of 251 teachers, all members of the Massachu¬
setts Teachers Association. Seventy-three percent of the
surveys were returned and 65 percent were considered
usable returns. The results of this study indicated:
1. Male and female teachers shared an equal past interest
in school administration and indicated that no
specific factors inhibited them from pursuing such
careers.
2. More male than female teachers indicated having a
future interest in school administration, actively
25constance M. Fusco, "An Examination of
Teachers' Attitudes Toward Women in Education Administra¬
tion" (Ed.D. dissertation. University of Massachusetts,
1984). Dissertation Abstracts International 45, 1 (1984).
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applied for administrative positions, and took more
courses in education administration.
3. The majority of teachers indicated a willingness to
support female administrators.
4. The majority of the teachers were uncertain if their
school systems would hire female administrators.
5. Male teachers listed as the three most important
administrative traits the ability to deal with
conflicts, communication skills, and being objective.
Female teachers listed communication skills, ability
to deal with conflicts, and self-confidence. The
three least important traits for both genders were
being aggressive, competitive, and an authoritarian.
In another study, Capp compared and contrasted the
perceptions of students, principals, and teachers in the
public, private, and parochial secondary schools in Saint
Louis County, Missouri, with respect to characteristics of
2 6
different types of student activity programs. He used
an opinionnaire which was sent to twenty-eight nonpublic
high schools and thirty-two public high schools for his
data base. The frequency of each question was rated and
tabulated for each respondent group. Chi-square was
^^Robert Eugene Capp, "A Comparison of Percep¬
tions of Students, Teachers and Administrators Toward
Selected Aspects of the Student Activity Program in Public,
Private and Parochial High Schools in Saint Louis County,
Missouri" (Ph.D. dissertation, St. Louis University, 1984).
Dissertation Abstracts International 45, 6 (1984).
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computed for each group of responses and for each research
[uestion.
The results indicated that the public and nonpublic
ichool administrators, teachers, and students were in
>asic agreement with each other. However, the majority of
:he public school administrators valued many more of the
ictivities and held stronger opinions about the activities
:han did their nonpublic counterparts. Capp concluded
:hat there appeared to be a significant difference in
Jtudent activity programs as perceived by students,
teachers, and administrators of the public, private,
ind parochial high schools of Saint Louis County. The
idministrators of the public and nonpublic schools were
.n agreement with each other more than they were in
igreement with the other two groups. The administrators
)erceived the student activity programs to be functioning
if fectively.
In their study, Andrews and his colleagues inves-
ligated the relationship between teachers' perceptions of
:he principal as instructional leader and average gain
scores of students in sixty-seven elementary schools in
27
leattle, Washington. Scores were disaggregated by
student ethnicity and student free lunch status as a
surrogate measure of socio-economic status (SES). Data
^^Richard L. Andrews, et al., "Principal Roles,
>ther In-School Variables, and Academic Achievement by
Ithnicity and SES," Research in Education (September 1986).
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pertaining to teacher perceptions of the principal as
Instructional leader were obtained through the Staff
Assessment Questionnaire, and specific attention was given
to four general aspects of principal behavior: (1) mobil¬
izing resources, (2) communicating, (3) serving as instruc¬
tional resource, and (4) being a visible presence. These
iata were then correlated with school means for aggregated
student improvement on Total Reading and Total Mathematics
3f the California Achievement Test (CAT). Individual
jains for students were computed and aggregated for four
groups: white, black, free lunch, and nonfree lunch.
Regression analyses were used to assess the relationships
Detween the leadership of the principal and other effective
school characteristics, while analysis of variance was
used to assess the effects of leadership on student gain
scores. The findings of this study suggested that
teachers' perceptions of the principal as instructional
leader were critical to the reading and mathematics
achievement of students, particularly among historically
low-achieving groups of students.
Change Process, Climate, and Other Variables
Martin investigated the relative impact of a
planned intervention school improvement workshop on
Drganizational climate as perceived by teachers.28 The
28Barbara Nell Martin, "Impact of a Change Agent
Dn School Climate" (Ed.D. dissertation. University of
Missouri at Columbia, 1983). Dissertation Abstracts Inter-
lational 44, 10 (1984). ~
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sample for the study was drawn from three elementary
schools located in Liberty, Missouri. A total of fifty-two
teachers and three principals were involved in the study.
Each participant completed Stern's Organizational Climate
Index (OCI) and the Academic Indicator Survey, developed
by McRel. The two instruments were administered to
examine the organizational climate within schools. Both
instruments were administered to the three groups before
and following the McRel Workshop.
The results indicated that a statistically signifi¬
cant difference was not revealed on measures of school
climate, as perceived by teachers, between the schools
participating in the school improvement workshop (McRel)
and the schools not participating. Overall, the three
groups did not differ significantly on their gain scores.
However, there was a positive score for all groups on all
variables measured. Martin concluded that external change
agents can be a potentially powerful intervening variable
in improving school climate, though the gains may not be
statistically significant.
Kennedy, in another study, attempted to identify a
specific solution to junior high discipline problems and
determine if students perceived that solution as having an
effect on the way they felt about their school. 29 she
29judith Brown Kennedy, "Student Perceptions of
School Climate and In-School Suspension as a Discipline
Technique in Junior High School" (Ed.D. dissertation.
Northern Arizona University, 1984). Dissertation Abstracts
International 45, 5 (1984).
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used a sample of 1/672 junior high school students in
eleven schools in the study. Students in five schools were
experiencing in-school suspension; students in six schools
were not experiencing in-school suspension. Data were
collected by administering a school climate questionnaire
to junior high school students. Demographic information
was collected including sex, grade/ and ethnicity. A
multivariate analysis of variance procedure was employed
for statistical analysis of the data.
Findings of this study indicated that none of the
students attending schools using in-school suspension saw
their school as a better place to be than students
attending schools not using in-school suspension. All
schools using in-school suspension had more nonwhite
students than white students. Ethnic tension at the
in-school suspension schools was very high. Kennedy
concluded that effects of ethnic tension had an impact on
the school climate and superceded the potential positive
effects of in-school suspension.
Stubbs investigated the effects of Structure
of Intellect (SOI) training on learning ability and
academic achievement with lower achieving primary grade
30
students. Stubbs used an elementary school population
which had a history of low achievement test scores and
30carole Ann Stubbs/ "An Investigation of the
Effect of Structure of Intellect Training on Academic
Achievement with Low Achieving Primary Students" (Ph.D.
dissertation/ University of Tennessee/ 1983). Dissertation
Abstracts International 45/ 1 (1984).
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high retention rates. The sample was comprised of 195
students in two elementary schools. In the experimental
school, one half of the first and second grade students
were randomly selected to participate in SOI training,
while the remaining students received language experience
activities. The first and second grade students in a
comparable elementary school served as a control group.
The instruments used to assess students' performance were
the SOI Process and Diagnostic Test and the Metropolitan
Achievement Test. The statistical procedures applied to
the data included analysis of variance, analysis of
covariance, and several multiple comparison techniques.
The results from the first and second grade
students on the SOI test did not reveal significant
differences in learning abilities between students who
received SOI training and those who did not receive the
training. The findings from this study did not support
the SOI premise that training of intellectual abilities
contributes to increased academic performance with this
student population. Stubbs concluded that generalized SOI
training did not significantly strengthen learning ability
nor raise achievement of lower achieving primary grade
students.
In his study, Puckett assessed the effects of a
positive reinforcement system on student behavior,
attendance, and reading achievement for students in a
37
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rural school in Floyd County, Georgia. Existing
research on behavior modification. Project Success Envir¬
onment, and behavior in general seemed to indicate it
would be reasonable to expect (1) a reduction in the
number of behavior problems, (2) an improvement in student
attendance, and (3) an increase in student reading
achievement.
Records were kept for a period of seven years at
both schools. Puckett used the Chi-square test for
decreases in behavior problems and increases in student
attendance. He also analyzed the covariance and Jb tests
to test for differences in reading achievement.
His findings indicated that the positive rein¬
forcement system had a positive effect in the areas
of discipline and attendance. However, the positive
reinforcement system did not appear to have a significant
effect on reading achievement. Puckett concluded that the
project was of value and is potentially beneficial when
applied in the school environment.
Dumaresq examined the impact of planned organiza¬
tional changes on school climate factors using a five-step
change process. The five steps were (1) entry, (2)
diagnosis, (3) skill acquisition, (4) implementation,
3lRobert Joseph Puckett, "The Effects of Project
Success Environment on Behavior, Attendance and Reading
Achievement" (Ed.D. dissertation. University of Georgia,
1984), Dissertation Abstracts International 45, 6 (1984).
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and (5) evaluation/institutionalization. Interventions
included establishing a shared decision-making procedure,
implementing a systematic problem-solving process, setting
school-wide goals, action planning, and achieving results.
He analyzed the impact of the interventions on the basis of
school climate factors. School climate factors included
data from a school climate profile instrument and school
condition data such as student and teacher attendance,
suspensions, achievement, truancy, and others.
The results, after the first year, indicated that
teachers perceived a more positive climate in the two
schools. Parents and students also perceived an improve¬
ment in the school climate for the schools when they
responded to the questionnaire.
La Drew investigated the instructional change
process in an urban junior high school that had been
designated as more effective than other junior high schools
in a district in educating children from low socio-economic
33
status families. La Drew used the ethnographic inter¬
viewing process for collecting data for this study.
32Ricbard Rawlings Dumaresq, "Assessing the
Impact of an Organizational Change Process on the Climate
of an Urban Junior High School and Urban Middle School:
Two Case Studies of Organizational Renewal" (Ed.D. disser¬
tation, Temple University, 1984). Dissertation Abstracts
International 45, 1 (1984).
33phyllis La Drew, "The Teacher-Principal Dyad
in Change Process; Situational Leadership in One Urban
Junior High School" (Ed.D. dissertation. University of
Pennsylvania, 1984). Dissertation Abstracts International
45, 4 (1984).
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Teachers were engaged in both directed and open-ended
interviewing. Other data sources included participant
observations by the researcher and interviews, observa¬
tions, and a survey conducted by other research team
members. Ethnographic description and the constant
comparative method were used in the analysis of the data.
The findings of this study indicated that instructional
leadership, to be effective, must take into consideration
the norms, needs, and skills of the group.
Leadership Characteristics and Teacher Dimensions
Newman investigated the possible relationships
between the type and magnitude of conflict experienced by
education supervisors and their level of job satisfac¬
tion.^^ Three sets of data were requested from
participants in the study. Newman used the Minnesota
Satisfaction Questionnaire, Short Form (Weiss, David,
England, and Lofquist, 1967) , the Conflict Condition Index
developed by Newman, and a personal inventory acquiring
information on age, gender, type of supervisory unit, and
the size of supervisory unit to generate the data for this
study. The data were analyzed using the Spearman Rank
Correlation technique.
34jay Brian Newman, "Relationships Between Con¬
flict Conditions and Job Satisfaction Among Education
Supervisors” (Ed.D. dissertation, Peabody College for
Teachers, Vanderbilt University, 1984).
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The results indicated that the magnitude of con-
.ict experienced by education supervisors was negatively
ilated to the job satisfaction they experienced. This
ilationship was mediated by certain demographic and
rganizational variables. The results also indicated that
lies were strongly affected by the amount of conflict
ley experienced, while females were not. Math-science
jpervisors were found to be more, susceptible to these
ifluences than their colleagues. The age group of 40 to
3 was most likely to have conflict negatively affect
leir job satisfaction. Structural, curricular, profes-
ional, and group conflict were four types of conflict
3st strongly related to the observed conflict-job
Drrelation.
Harckman and McCauley measured and compared the
evel of self-actualization of 199 secondary school
eachers and 199 secondary school students and compared
he organizational systems operating in these 20 secondary
35
chools. They specifically ascertained the extent to
hich the self-actualizing needs of the teachers and
tudents had been gratified in each type of organizational
ystem. It was hypothesized that the more participative
he management system of a school was, the greater
35Laura D. Harckman and Virginia M. McCauley,
Effects of School Management Systems Upon the Self-
ctualization of Students and Teachers," Research in
ducation (1978).
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the self-actualization of teachers and students. The
hypothesis was generally confirmed. Harckman and McCauley
concluded that successful school management/ as measured
by teacner and student self-actualization, was contingent
not only on experience but on a willingness to examine and
adopt new management techniques and styles.
Warrick examined leadership style theories and
offered an integration of the theories by describing
typical characteristics, skills, philosophies, and conse-
quences associated with each major style. An experi¬
mental exercise was described which portrayed the major
styles and the productivity and satisfaction each would
likely produce.
Reale investigated whether a relationship existed
between teacher absenteeism and principals' leadership
37
philosophies. She administered the Managerial
Philosophies Scales (MPS) to all seventy-two principals in
a metropolitan school system. Absentee data were
collected for 347 special education teachers and 1,925
general education teachers, all teachers except those
missing more than 20 days. She used a 2 x 2 analysis of
variance (ANOVA) to analyze the data. Two separate
36d. d. Warrick, "Leadership Styles and Their
Consequences," Journal of Experiential Learning and Simula¬
tion 3 (December 1981): 155-172.
37sara Heck Reale, "The Relationship Between
Teacher Absenteeism and Principal Leadership Philosophies"
(Ed.D. dissertation. University of Georgia, 1984) . Disser¬
tation Abstracts International 45, 6 (1984).
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analyses were conducted to determine whether relationships
might occur between teacher absenteeism and principals'
leadership philosophies; leadership philosophies scores
were regrouped using several scoring systems.
Hypothesis 1, that there was a difference between
teacher absenteeism and principals' leadership philoso¬
phies, was not supported when MPS scores of authoritarian
(Theory X) principals and democratic (Theory Y) principals
were used. However, the hypothesis was supported; (1) when
MPS scores of authoritarian and democratic principals were
combined (Theory X and Theory Y) to form one group of
principals with clearly defined leadership philosophies
and MPS scores of principals with no clearly defined
leadership philosophy (Theory 0) were used to form a
second group; and (2) when presence and absence were scored
with the criterion .5 standard deviation from the mean.
Teachers working under principals holding no clearly
defined leadership philosophies had 7.22 mean days absent,
while teachers working under principals holding clearly
defined leadership philosophies had 6.06 mean days absent.
Reale concluded that teachers are more often absent when
principals do not hold clearly defined leadership philoso¬
phies. Hypothesis 2, that there is a difference between
special and general education teachers' absenteeism, was
not supported.
Painter investigated the effects of interpersonal
skills training on perceptions of leadership orientation
43
and behavior. She obtained data on the Structure and
Consideration dimensions of leadership from public welfare
front-line employees. Supervisors' perceptions of leader¬
ship orientation were measured by means of the Leadership
Opinion Questionnaire. Subordinates' perceptions of
leadership behavior were measured by the Supervisory
Behavior Description. Painter conducted analyses of
covariance with repeated measures to determine differences
in changes of leadership perceptions measured before and
two months after training. Analyses of covariance with
repeated measures were conducted to determine differences
in changes of leadership measurement immediately after
training and measurement at a two-month follow-up. When
initial differences in perceptions were statistically con¬
trolled, there were no significant differences in leader¬
ship perceptions between groups or between measurements.
The results of the study indicated that training
did not result in improvements in supervisory interactions
to the degree that leadership perceptions were signifi¬
cantly affected. Painter concluded that these results
might be attributable to the fact that the training tapped
only one aspect of leadership and that it was not specific¬
ally intended to be leadership training. She suggested
^^Linda Carolyn Painter, "Leadership Orientation
and Behavior Following Interpersonal Skill Training:
Perceptions of Supervisors and Subordinates" (Ph.D. disser¬
tation, University of Georgia, 1984). Dissertation
Abstracts International 45, 6 (1984).
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hat implications for future training and research include
he need for careful planning of specific training objec-
ives, curriculum, and program evaluations.
Dubil examined the relationships between prin-
ipals' perceptions of the leader behavior of their
uperintendents and principals' feelings of loyalty for
39
heir superintendents. Leader behavior was operation-
lly defined by the Leader Behavior Description Question-
aire (LBDQ), while loyalty was defined by the Hoy Loyalty
uestionnaire. Dubil used a sample of sixty-nine school
istricts in the Commonwealth of Pennsylvania. Three
ull hypotheses guided the statistical analysis of the
rincipals' responses to the LBDQ and the Loyalty Question-
air e. He tested the relationship between leader behavior
nd loyalty using one-way analysis of variance along with
ultiple comparison procedures. He also used the Pearson
roduct-moment correlation to examine the relations between
pecific dimensions of leader behavior and loyalty.
The results indicated that superintendents who
ere rated above the mean in both initiating structure and
onsideration had the most loyal subordinates. Superin-
endents who were rated high in consideration, regardless
f whether they were rated high or low in initiating
tructure, had more loyal subordinates than superintendents
39Alex John Dubil, "Perceptions of Leader
ehavior and Loyalty Within the Administrative Staff"
Ed.D. dissertation, Pennsylvania State University, 1983) .
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rated low in consideration. Dubil concluded that high
consideration on the part of the superintendent is an
important aspect of leader behavior which is related to
the loyalty of principals.
Spradling investigated the statistical relation¬
ships between school location, school size, number of
people supervised, age, sex, years of administrative
experience, and perceived job stress of elementary school
40
principals. He mailed the Administrative Stress Index,
a stress coping technique questionnaire, and a personal
data questionnaire to 240 randomly selected elementary
school principals in Missouri. The data relating to
perceived job stress were analyzed using the Variance
statistical procedure. The .05 level of significance was
used to determine statistical significance. The median
was used to report stress coping techniques frequency of
use and perceived effectiveness.
The results of this study indicated that there
were no statistically significant relationships between
school location, school size, age, sex, years of experi¬
ence, number of people supervised, and perceived job
stress. The results also indicated that the four stress
coping techniques males and females perceived as most
40charles William Spradling, "The Relationship
Among Elementary Principal Characteristics and Job Stress
Factors and Perceived Effectiveness and Frequency of Use
of Stress Coping Techniques" (Ph.D. dissertation. Univer¬
sity of Missouri at Kansas City, 1984).
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effective were time for nonprofessional activities, humor,
improving perception of self-worth, and daily time out from
work. The four techniques perceived by males and females
as least effective were psychotherapy, identifying a higher
authority as responsible for decisions, occupational change
plan, and life style change. The four techniques most used
by males were time for nonprofessional activities, setting
and adhering to priorities, good nutrition habits, and
realistic limits and time periods for tasks.
Summary
This chapter included a review of related litera¬
ture that was pertinent to this study. The literature was
divided into three areas; Leadership Traits, Other Vari¬
ables, and School Effectiveness; Change Process, Climate,
and Other Variables; and Leadership Characteristics and
Teacher Dimensions.
The first area discussed the leadership traits
that were necessary for principals to counteract the low
socio-economic environment and enable poor children to
learn effectively in order to reach higher levels of
achievement. Traits that researchers such as Henthorne,
Trump, Austin, Denham, Goodlad, and lanni and Reuss-Ianni
proposed for effective leadership that would lead to
increased achievement were directiveness vs. supportive¬
ness in leadership behavior, commitment to instructional
improvement, monitoring the effective use of classroom
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Lme, and having positive attitudes toward staff and
tudents. Coleman, however, postulated that environment
id family variables have explained student achievement
ire than such factors as money spent on staff prepara-
Lon, instructional education, and school facilities. On
le other hand, Edmonds disagreed with this approach and
ivocated that there were effective schools with definite
laracteristics of effective principals.
In the second area, the impact of school climate
as the focus of attention. Teachers, parents, and
indents in studies viewed positive school climate as
aving an effect on student achievement.
Finally, the related literature provided a
Lscussion of leadership characteristics and teacher
Lmensions that explain student achievement. Attention
as given to conflict experiences by both male and female
aachers, age, leadership styles, skills, and philosophical
insequences associated with each major style.
None of these studies, however, attempted to
lalyze the individual students' social characteristics
Lmultaneously with the effective school characteristics




This study investigated the relative impact of
(1) school supervision, as measured by the teachers'
perception of the principal's supervisory behavior; (2)
students' characteristics, as measured by students' con¬
duct, grade, sex, age, vocational goals, educational
goals, absences, and tardies; (3) parental background, as
measured by mother's education, mother's occupation,
father's education, and father's occupation; and (4) school
socio-economic status impact on student achievement, as
measured by students' reading (READ), mathematics (I-IATH) ,
Test of Achievement and Proficiency (TAP), and grade point
average (GPA) scores.
Therefore, in this study, Reading, Mathematics,
Test of Achievement and Proficiency, and Grade Point
Average scores and their combined scores and Student
Achievement are dependent variables. The independent
variables in this study are School Socio-Economic Status,
School Supervision, Conduct, Age, Sex, Mother's Education,
Mother's Occupation, Father's Education, Father's Occupa¬
tion, Vocational Goals, Educational Goals, Absences, and
48
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Tardies. These variables are stated in Figure 1 for the
























Fig. 1. Proposed relationship among the dependent
and independent variables.
Definition of the Variables
The following definitions were established to
provide clarity and conciseness in the discussion and
identify the terms used in this study.
Independent Variables
Socio-Economic Status; For this study, Socio-
Economic Status resulted from the placement of the school
in a low socio-economic or middle socio-economic environ¬
ment. A school was placed in a low socio-economic status
environment if the majority of the homes were federal
50
government projects and low-income homes. A school was
placed in a high socio-economic status environment if
there was a majority of high-income homes and very few, if
any, housing projects. This differentiation was done by
simple observation of the housing environment by a group
of school personnel.
School Supervision; Both the teacher and super¬
visor are considered to be experts. They communicate
as colleagues, with the teacher identifying concerns and
the supervisor assisting the teacher in analyzing and
improving teacher performance. The teacher is not a
passive recipient but an active partner. The five steps
of clinical supervision are (1) preobservational confer¬
ence, (2) observation, (3) analysis and strategy, (4)
supervisory conference, and (5) postconference analysis.
In this study. School Supervision measured the
degree to which teachers perceived the principal's super¬
visory behavior as open or closed in the planning stages,
and general instructional supervision in the preobservation
conference, observation, and postconference analysis
stages. Teachers were asked to state whether the principal
accepts or rejects teachers' views in (1) general planning
of school activities, (2) the development of the school
curriculum to cope with the problems of teachers, (3) the
sensitivity of teachers to the identification of the cause
of students' failure and the determination of alternative
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curriculum to resolve such problems, and (4) evaluating
teachers and offering feedback.
This variable was measured by the School Descrip¬
tion Questionnaire, taken from Persaud (1986) . The items
to scale correlation for the questionnaire is given in the
Appendix. The total score is used because it is only
necessary to show variation in the supervision scores
average for the schools.
Conduct; For this study, conduct was defined as
the degree of good to bad behavior as accepted by the
teacher. The range of behavior was denoted by using a
scale from 5 to 1, with A=5, B=4, C=3, D=2, and F
= 1.
Age; Student age was the chronological age in
which the range was 16 to 18 years. The coding was 1 =
16, 2 = 17, and 3 = 18 years.
Sex; A coding of 1 for male and 2 for female was
used to distinguish sex.
Mother's Education; Using a scale of 1 to 5, the
level of educational attainment of the mothers of students
in this study was identified; 1 = elementary, 2 = high
school graduate, 3 = junior college, 4 = college, and 5 =
all others.
Mother's Occupation; A scale of 1 to 3 was used to
identify the mother's occupation. These three categories
were; 1 = semiskilled manual and unskilled manual; 2 =
upper segment of lower nonmanual, lower segment of lower
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nonmanual and skilled manual; and 3 = higher nonmanual and
intermediate nonmanual.
Father's Education; Using the same scale described
for mother's education, the father's educational level was
determined.
Father's Occupation; A scale of 1 to 3 was used to
identify the father's occupation. The three categories
for the father's occupation were: 1 = unskilled manual and
semiskilled manual, 2 = skilled manual and lower and
routine nonmanual, and 3 = intermediate nonmanual and
higher nonmanual.
Vocational Goals; The vocational aspirations of
the students were identified by occupation, business,
profession, or trade, as found in the students' records.
Educational Goals; Educational goals were defined
as the levels of expected academic accomplishment by the
students (college, graduate, or professional schools).
Absences; A scale from 1 to 50, in increments of
10, was used to record the attendance of the students.
These increments were coded as 1 = 1-10 days, 2 = 11-20
days, 3 = 21-30 days, 4 = 31-40 days, and 5 = 41-50 days.
This information was taken from the students' permanent
records.
Tardies; A scale from 1 to 50, in increments of
10, was used to record the tardies of the students. These
increments were coded as 1 = 1-10 days, 2 = 11-20 days, 3
21-30 days, 4 31-40 days, and 5 41-50 days This
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Information was also taken from the students' permanent
records.
From many indications, it would appear that
student characteristics such as conduct, sex, age, and
/ocational goals would affect student achievement. Studies
1 2
3y Reginald M. Clark, Linda Barling-Hammond, and
3
Education Cluster elaborated on family characteristics
bhat are important and enhance achievement of black
::hildren from low-income families. Research also shov^/s
that, in spite of family circumstances, school charac¬
teristics contribute to student achievement for black
::hildren.
In a survey conducted by E. M. Wright and A. S.
Dhonota, ninth grade students were used as the population.
Data were gathered regarding the relationship of the
students' race, language, native country, and socio-
4
economic status to their level of study. Analysis of
^Reginald M. Clark, Family Life and School
Achievement; Why Poor Black Children Succeed or Fail
(Chicago: University of Chicago Press, 1983), pp. 1-5.
^Linda Barling-Hammond, Equality and Excellence;
rhe Educational Status of Black Americans (New York; The
Rand Corporation College Board, 1985), pp. 1-2.
^Education Cluster, National Urban League Educa¬
tion Statement May 17, 1984, Thirty Years After Brown (New
fork: National Urban League, 1984) , p. 1.
4e. N. Wright and A. S. Bhonota, The Grade Nine
Student Survey, Fall 1980 (Toronto, Canada: Toronto Board
3f Education, Research Bepartment, Fall 1981), p. 1.
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:he data revealed that several factors influenced
students' level of study. More females were found to be
Ln university-oriented levels. Englisn- or French-speaking
students were also more readily found in the high study
Levels. In addition, Wright and Dhonota found that
parents' occupation was projected as a major factor. When
:he category was high for parents' occupation, a student
aore than likely would be in a high level study area.
Dependent Variables
Reading; In the broadest sense, reading is the
process of interpreting sense stimuli and adapting one's
5
aehavior with regard to them. Reading is the meaning-
g
Eul interpretation of verbal symbols. It involves the
::omprehension and interpretation of ideas symbolized by
7
fl^ritten or printed language. Reading is a mental
process involving the interpretation of signs perceived
g
through the sense organs.
Speter D. Spencer, "The Reading Process and
rypes of Reading," in Claremont College Reading Conference,
aieventh Yearbook (Claremont, Calif.; Claremont College
Curriculum Laboratory, 1946), pp. 19-20.
^Albert J. Harris, How to Increase Reading Abil¬
ity (New York; Longman, Green, and Co., 1961), p. 17.
7john J. DeBoer and Martha Dallman, The Teaching
of Reading (New York; Henry Holt and Company, 1960), p. 19.
^Gertrude Hildreth, Teaching Reading (New York;
ienry Holt and Company, 1958) , p. 2.
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Mathematics; Mathematics is the logical study of
shape, arrangement, quantity, and many related concepts.
It is often divided into three fields; algebra, analysis,
and geometry. Roughly, algebra involves numbers and
their abstractions, analysis involves continuity and
limits, and geometry is concerned with space and related
concepts. Applied mathematics is a branch of mathematics
concerned with, the study of the physical, biological,
and sociological worlds. Mathematics of finance is
the study of the mathematical practices in brokerage,
banking, and insurance. Pure mathematics is the study and
development of the principles of mathematics for their
immediate usefulness in other fields of science or
9
knowledge.
Test of Achievement and Proficiency; The Test of
Achievement and Proficiency (TAP) is designed to measure
achievement and proficiency in six areas; Reading Compre¬
hension, Mathematics, Written Expression, Using Sources of
Information, Social Science, and Science. The TAP
provides information about the relative ranking of an
individual student against a norm group. It also provides
specific information about the instructional needs of the
students. This test yields information about the skills
^Glenn James and Robert James, Mathematics Dic¬
tionary (New York; Van Nostrand Reinhold Company, 1968),
pp. 226-227.
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they need to learn as well as the skills they have
mastered.
Grade Point Average; Grade point average is a
measure of average scholastic success in all school
subjects taken by a student during a certain term of
semester, or accumulated for several terms or semesters.
It is obtained by dividing grade points by hours of course-
work taken, when course grades are weighted by some system
such as the following to obtain grade points: A = 92-100,
B = 83-91, C = 74-82, D = 70-73, and F = 0-69.^^
Student Achievement: For this study. Student
Achievement was measured by the combined scores of Reading,
Mathematics, Test of Achievement and Proficiency, and
Grade Point Average, which were placed in the same factor.
Relationships Among the Variables
Since 1983, when A Nation at Risk was published,
many school systems have set greater student achievement
12
as their top priority. These schools are seeking
improvement of student achievement, and they want to know
which factors tend to influence student achievement.
^Carter V. Good and Winifred R. Merkel, Diction¬
ary of Education (New York: McGraw-Hill Company, 1973),
p. 53.
l^National Commission on Education, A Nation at
Risk: The Imperative for Educational Reform (Washington,
D.C.: U.S. Department of Education, 1983).
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These proposed relationshps for analysis are found in the
model shown in Figure 1.
This study proposed the following factors as
influential: School Socio-Economic Status, School Super¬
vision, Conduct, Age, Sex, Mother's Education, Mother's
Occupation, Father's Education, Father's Occupation,
Vocational Goals, Educational Goals, Absences, and Tardies.
School Socio-Economic Status can impact on
achievement because people who live in middle-income homes
tend to be able to provide better economic and learning
13
resources for students than those in low-income homes.
School Supervision can impact on student achievement
because the leader sets the tone for influence in teachers
14
and students.
Home and school are important to student achieve¬
ment. In his book. White stated that the home environment
15
IS the ma^or predictor of student achievement. He
also mentioned that informal education which children get
from families is more important in the child's educational
development than some information gained from formal
educational systems.
^^James S. Coleman et al.. Equity of Educational
Opportunity (Washington, D.C.; U.S. Government Printing
Office, 1966).
l^Ronald Edmonds, "Effective Schools for the
Urban Poor," Educational Leadership 37 (October 1979):
15-23.
l^Burton L. White, The First Three Years of Life
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1975).
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Conduct can have an effect on achievement because
it is related to achievement; in fact, Hoge and Luce stated
16
that misbehavior is related to student achievement.
Work praise can increase students' ability and affect
self-perception, but work criticism only negatively
affects self-perception. Conduct criticism, however,
17
lowers self-perception.
Age can impact on student achievement because the
curriculum, as set by the state of Georgia, is designed to
meet various age levels. In the Atlanta Public School
System, age and grade level are important. According to
the Curriculum Handbook, by the time a child reaches the
age of fifteen he or she should have mastered all subjects
in prior grade levels and should be considered a tenth
18
grader. Age and grade, however, do not always
coincide because records indicate that students above the
age of fifteen are still enrolled in tenth grade classes.
As reported in A Nation at Risk, President Reagan
voiced his opinion regarding student achievement when he
stated that the schools were failing because attention had
D. Hoge and S. Luce, "Predicting Academic
Achievement from Classroom Behavior," Review of Educational
Research 49 (1985): 479-496.
l^Paul R. Patrick and Phyllis C. Bluraenfeld,
"Classroom Experience and Children's Self-Perception of
Ability, Effort, and Conduct," Journal of Educational
Psychology 77 (19 ); 646-657.
IScurriculum Handbook (Atlanta, Ga.: Atlanta
Public School System).
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been paid to females, minorities, and handicapped
students. He stated that if the federal government and
educators had not been so preoccupied with females,
minorities, and handicapped students, educators in the
United States might not have been subject to mediocrity.
Of course, the President was not aware that if attention
had not been given to these groups only a small part of
the school population would have been considered, since
the former groups make up the major part of the school
population. This statement allows the researcher to
assume that sex is important and should be considered in
student achievement.
Charol Shakeshalt spoke of the myth "that the
culture of schools is female and that traditional female
behavior is rewarded while traditional male behavior
19
punished.” Because of that assumption, many educators
came to the conclusion that school is a good place for
girls but not for boys. She further stated that evidence
shows that schools are not a nurturing environment for
females. Essentially, when choices have to be made, the
policy and instruction are based on what is good for
males. In light of this, the present study was interested
in finding out whether there was a relationship between
sex and student achievement.
l^Charol Shakeshalt, "A Gender at Risk,” Phi
Delta Kappan 67 (March 1986): 499-500.
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In a discussion of myths in education, Glen Harvey
asserted that what is thought to be a supportive environ¬
ment for girls is one that ignores female learning achieve-
20
ment. Diane Scott-Jones and Maxine L. Clark postu¬
lated that girls are a part of "caste-like minorities" who
21
are discriminated against at various levels. High
achievement in mathematics and science are essential for
well-paying jobs that have formerly shut out females.
Generally, there has come to be an agreement that blacks,
females, and disadvantaged students achieve less v/ell in
science and mathematics than do white, middle-class male
students. Information is not readily available on how the
variables of race, gender, and socio-economic status might
interact to produce this outcome.
Mother's education can influence achievement,
since it is a part of the environment of children. Edward
Kifer hypothesized that home and school environments are
22
the major predictors of scnool achievement. Variables
such as the mother's education, which Kifer called a
^^Glen Harvey, "Finding Reality Among the Myths;
Why What You Thought About Sex Equality in Education Isn't
So," Phi Delta Kappan 67 (March 1986): 509-511.
^^Diane Scott-Jones and Maxine L. ClarK, "The
School Experience of Black Girls: The Interaction of
Gender, Race and Socio-economic Status," Phi Delta Kappan
67 (March 1986), p. 499.
22Edward Kifer, "The Relationship Between the
Home and School in Influencing the Learning of Children,"
paper Presented at the Pre-Convention Conference of the
National Council of Teachers of English, Chicago, Illinois,
1976, pp. 1-3.
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"status variable," were contrasted with "process vari¬
ables," which indicate what parents do to encourage or
support their children's educational achievements, either
directly or indirectly. Process variables in both the
home and school are of interest because they provide clues
to structuring the best possible learning environments.
Mother's occupation impacts student achievement,
since it is a "status variable" which is a part of the
home environment or background. Coleman et al. stated
that the student's background is the force which assists
the school with student achievement, for there is very
little that the school does toward student achievement
23
that IS not related to his or her home background.
Father's education can have an impact on student
achievement. According to Coleman et al., student
achievement is significantly related to parental educa¬
tional levels. Obviously, high parental education can
informally socialize students into high verbal and, hence,
conceptual development. The opposite can also be said of
24
low parental education. Educators are optimistic that
the school alone can counteract the negative effects of
the environment if a concerted effort is made on the part
of the total school personnel. The school, however, still
has to contend with the phenomenon that a well educated




arent can serve as a better role model for encouraging
nd tutoring a student than a poorly educated parent.
Father's occupation can have an impact on student
chievement because it is a status variable, and these
mpact achievement. In relation to status variables,
encks et al. stated that differences in those things that
hildren learn in school more or less depend upon the
ifferences in those things that students bring to school,
ather than those differences that the school supplies to
hem.^^
In a study by Joel Perlmann, the academic achieve-
ent of high school students, measured by grades, seemed
o have been only weakly related to father's occupa-
26
ion. Yet, it was strongly related to chances of
raduating from high school more strongly than was
ather's occupation.
Educational goals can have an impact on student
chievement. Students set educational goals for them-
elves, and the school has the responsibility of assisting
he students in achieving their goals. Students are
anaging their lives by objectives. Both the school and
25christopher S. Jencks, S. Smith, M. Acland, M.
. Bane, D. Cohen, H. Gintis, B. Heyns, and S. Michelson,
nequality; A Reassessment of the Effects of Family and
choolinq in America (New York; Basic Books, 1972) , p. 33.
26joel Perlmann, "Who Stayed in School? Social
tructure and Academic Achievement in the Determination of
nrollment Patterns, Providence, Rhode Island, 1980-1985,"
ournal of American History 72 (December 1985), p. 588.
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students can establish educational goals by first doing a
27
needs assessment.
Absences can impact student achievement. James L.
Hanson and Douglas L. Hoeft related the importance of
28
student achievement and truancy. They contended that
most educators think of the word truancy as failure for
students. In an effort to reduce failure in schools as a
result of absenteeism, a school district began a truancy
prevention program aimed at keeping more children in
school for more days per year. When students are not in
school, they miss something which possibly would have
enhanced their development. Students cannot expect to
achieve when attendance is poor.
Tardiness can have an impact on student achieve¬
ment. Edward J. McCollum conducted a study because poor
attendance and tardiness, both to class and to school, was
a problem that resulted in low academic achievement,
inefficient use of time, reduced revenue, crime, and
vandalism with the school, as well as low teacher and
29
student morale. This study also had as its purpose
^^Charles Rowley, "Establishment of Educational
Goals Through a Community Based Needs Assessment" (Ed.D.
dissertation, Drake University, 1982), pp. 1-2.
28james L. Hanson and Douglas L. Hoeft, "One
School District Fights the Battle of Truancy with Some
Success," Phi Delta Kappan 64 (February 1983), p. 436.
29james Edward McCollum, "Attendance Awareness
at a Large Urban High School to Improve Attendance and
Minimize Absenteeism" (Ed.D. dissertation, St. Louis
University, 1983), p. 1.
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iking the school population aware of the positive effects
: regular school and class attendance and its further
ifects on student achievement.
Vocational goals can have an impact on student
:hievement. Moomaw and Chamberlin stated that the
3rld of work is changing faster than ever before, as
3 the status of various jobs in the eyes of today's
30
tudents. Educators should be aware of the interest
references of their students in order to remain relevant
id be of maximum service to them.
Respondents to a questionnaire gave ratings of 0
3 occupations that in their opinion had no prestige and
ave ratings of 4 to occupations that had the highest
assible prestige for them. Prestige was defined for the
aspondents as meaning "the status one places upon an
3Cupation on the basis of social class, monetary gain,
lucational level, and its value to the community."
Findings indicated a high degree of correlation in
len the occupational status of parents and students were
Dmbined; high rankings for some professional prestige
::cupations such as physician, scientist, lawyer, dentist,
id engineer were revealed. Policemen, firemen, and
Lectricians were also ranked in the top ten. Shoe
liner, clothes presser, bartender, soda fountain clerk,
30Robert C. Moomaw and Leslie J. Chamberlin,
Job Aspirations of Today's Youth," High School Journal 69
Dctober/November 1985), pp. 12-13.
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night club singer, janitor, barber, share cropper, dock
worker, and waitress comprised the bottom ten rankings, as
perceived by the total research population.
Perceptions of occupation status are learned, and
they are learned at an early age, in grades four, five,
and six. Therefore, occupational status aspirations of
male high school seniors from the middle and upper classes
were significantly higher than those of seniors from lower
socio-economic classes. However, the relative occupational
aspirations of lower-class seniors indicated that they
preferred and anticipated having higher occupational
status than their fathers.
Hypotheses
The null hypotheses with respect to the depen¬
dent variables are stated as follows for statistical
examination;
1. There is no statistically significant relationship
between School Socio-Economic Status (SCHSES) and each
of students' Reading (READ), Mathematics (MATH), Test
of Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
2. There is no statistically significant relationship
between School Supervision (SCHSUP) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
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3. There is no statistically significant relationship
between Conduct (CONDUCT) and each of students'
Reading (READ), Mathematics (MATH), Test of Achieve¬
ment and Proficiency (TAP), and Grade Point Average
(GPA).
4. There is no statistically significant relationship
between Age (AGE) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
5. There is no statistically significant relationship
between Sex (SEX) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
6. There is no statistically significant relationship
between Mother's Education (MOED) and each of students'
Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
7. There is no statistically significant relationship
between Mother's Occupation (MOOC) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
8. There is no statistically significant relationship
between Father's Education (FAED) and each of
students' Reading (READ), Mathematics (MATH), Test of
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Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
9. There is no statistically significant relationship
between Father's Occupation (FAOC) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
10. There is no statistically significant relationship
between Vocational Goals (VOGOALS) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
11. There is no statistically significant relationship
between Educational Goals (EDGOALS) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
12. There is no statistically significant relationship
between Absences (AB) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
13. There is no statistically significant relationship
between Tardies (TA) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
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Summary
This chapter provided the theoretical framework
which served as the basis for this research. Variables,
definitions of the variables, relationships among the
variables, and the hypotheses were stated. The next
chapter discusses the research design and methodology used
in this study.
CHAPTER IV
RESEARCH DESIGN AND METHODOLOGY
The purpose of this study was to determine whether
or not student achievement is explained by the individual
social class, the school social class, school supervision,
conduct, age, sex, mother's education, mother's occupation,
father's education, father's occupation, vocational goals,
educational goals, absences, and tardies. This chapter is
divided into the following areas: (1) Research Design, (2)
Population, (3) Instruments, and (4) Analysis of Data.
Research Design
A survey was used in which schools were selected
on the basis of the degree to which the social environment
varied; parental education, sex, and individual student
achievement were selected randomly within each school.
The random selection of the subjects controlled for
history, maturation, selection, and statistical regression
at the individual student level.
Population
There are seven secondary schools in Area I of the
69
70
Atlanta Public Schools. The schools relate to different
neighborhoods having different social environments. Four
schools were selected on the basis that they represented
two levels of housing environment. Two schools were
selected on the basis of having a majority of federal
government project housing and low-income housing. The
results of correlation with teachers/ principals, and
counselors of the schools suggested that they also
identified these schools as low social class environment.
However, even in this environment, all the students were
not expected to be of the same social class. Hence, their
parental education and occupation were taken individually.
Two schools were selected on the basis of being located in
middle-class housing areas and having fewer housing
projects. In these areas, also, the individual student
social class was expected to vary. Four homerooms were
randomly selected from each of the four schools. Within
each homeroom the students were randomly selected so that
sex, age, parental education, and occupation varied
randomly. In each homeroom there were approximately 22 to
27 students, making a total of 407. There was a total of
118 teachers in the four schools.
Instruments
There were two instruments used in this study: the
School Description Questionnaire and the Student Data
Questionnaire. The School Description Questionnaire, in
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the Likert style, contained fifty-eight statements that
the teachers answered regarding school supervision.
Questions were answered on a scale of 1 to 6, with 6 being
the highest. Teachers were asked to give their perceptions
regarding the statements by choosing 1 for "never," 2 for
"seldom," 3 for "sometimes," 4 for "often," 5 for "very
often," and 6 for "always." The breakdown of school
scores was as follows: School 1 supervision score, 65.58;
School 2 supervision score, 46.02; School 3 supervision
score, 67.24; and School 4 supervision score, 72.28 (see
Table 1) . The number of students used in this study (n)
was 407. The scale is defined in Chapter III, and the
items to scale correlation is given in the Appendix.
TABLE 1






The Student Data Questionnaire contained eleven
items. They were Basic Skills scores (reading and mathe¬
matics) , Test of Achievement and Proficiency (TAP),
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conduct grade, sex, age, mother's education, mother's
occupation, father's education, father's occupation,
vocational goals, and educational goals. This information
was taken from the student permanent record card.
Analysis of Data
The relationships stated in the hypotheses were
tested through Pearson correlation analysis. A factor
analysis was conducted to reduce the number of variables
by placing them in their respective commonalities. A
regression analysis was used to determine the order in
which the variables predicted the most impact on student
achievement. Means and standard deviations for each
variable are provided in Table 2. The statistics for the
regression and Pearson correlation should be interpreted
against this background.
Summary
This chapter reiterated the purpose of the study
and explained the research design. In addition, it
described the population and instruments. Finally, this
chapter stated the methods used for analysis. The next
chapter giyes a detailed account of analysis of the data.
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TABLE 2
MEANS AND STANDARD DEVIATIONS FOR EACH VARIABLE
(n = 407)





















In this chapter the hypotheses are first analyzed
by reference to a correlation matrix of all the variables.
Most of the independent variables were related to the
dependent variables; hence, a factor analysis was next
conducted to clarify the relationships through the place¬
ment of the variables in their respective commonalities.
Finally, a regression analysis was conducted to determine
the order of contributions of the specified independent
variables on the combined student achievement scores.
Hypotheses
The null hypotheses with respect to the depen¬
dent variables are stated as follows for statistical
examination:
1. There is no statistically significant relationship
between School Socio-Economic Status (SCHSES) and each
of students' Reading (READ), Matnematics (MATH), Test




2. There is no statistically significant relationship
between School Supervision (SCHSUP) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
3. There is no statistically significant relationship
between Conduct (CONDUCT) and each of students'
Reading (READ), Mathematics (MATH), Test of Achieve¬
ment and Proficiency (TAP), and Grade Point Average
(GPA).
4. There is no statistically significant relationship
between Age (AGE) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
5. There is no statistically significant relationship
between Sex (SEX) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
6. There is no statistically significant relationship
between Mother's Education (MOED) and each of students'
Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
7. There is no statistically significant relationship
between Mother's Occupation (MOOC) and each of
students' Reading (READ), Mathematics (MATH), Test of
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Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
3. There is no statistically significant relationship
between Father's Education (FAED) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
9. There is no statistically significant relationship
between Father's Occupation (FAOC) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
10. There is no statistically significant relationship
between Vocational Goals (VOGOALS) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
11. There is no statistically significant relationship
between Educational Goals (EDGOALS) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
12. There is no statistically significant relationship
between Absences (AB) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
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13. There is no statistically significant relationship
between Tardies (TA) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
Pearson Correlation Analysis
The data are analyzed in order of the hypotheses.
Table 3 displays the correlation matrix for all the
variables.
Hypothesis 1 states that there is no statistically
significant relationship between School Socio-Economic
Status (SCHSES) and each of students' Reading (READ),
Mathematics (MATH), Test of Achievement and Proficiency
(TAP), and Grade Point Average (GPA). In Table 3, SCHSES
correlates significantly with Reading (.28568), Mathe¬
matics (.27554), Test of Achievement and Proficiency
(.34912), and Grade Point Average (.29311). Since each
relationship is significant beyond the .01 level of
significance, the null hypothesis is rejected for each
relationship. This means that school socio-economic
status has some significant relationship with each
dependent variable when interacting with each on a
one-to-one basis.
Hypothesis 2 states that there is no statistically
significant relationship between School Supervision
(SCHSUP) and each of students' Reading (READ), Mathematics
(MATH), Test of Achievement and Proficiency (TAP), and
TABL13 3
CORRELATION RA'i’RlX OF ALL
REAU M\ni TAP a*A
WV'I) 1.00000
min .62915 1.00000
i/'-p .50071 .47580 1.00000
CPA .50350 .39460 .59719 1.00000
SOSES .28568 .27554 .34912 .29311
saisijp -.05093 -.06960 -.06661 -.15921
ax^jucr .36580 .2/297 .36675 .45484
-.06408 -.05269 -.05049 -.08946
SEX .10810 ,00878 .04988 .20079
M(XD ..3<I0‘IS .37/64 .33233 .24781
MXC .28705 .26643 .25835 .17895
KAH) .27578 .36736 .32439 .21773
ffCC .14250 .21590 .13550 .11403
\nacy>is .30614 .25118 .25371 .34973
EiXJCWL .33720 .27772 .27291 .36633
AU -.29920 -.20892 -.25831 -.41917
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-.04326 .01196 .30027 -.08594
.30112 -.00589 .12866 -.05122
.21738 -.12826 .07248 -.02247
.23537 .01126 .15523 -.03823
.06734 -.03508 .07793 -.00202
.08440 .03060 .29679 -.01785
.15589 .01602 .29243 -.02234
-.42317 .18042 -.2714! .02980
-.40618 .27104 -.23206 -.01379
Significance Level R = .01 =
.128.
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VOOCWLS .15201 .26057 .11627 .21837 .15993 1.00000
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fiS -.05225 -.11554 -.10900 -.08842 -.03974 -.13773 -.15177 1.00000
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Grade Point Average (GPA). In Table 3, School Supervision
correlates negatively with Reading (-.06093) , Mathematics
(-.06960), Test of Achievement and Proficiency (-.06661),
and Grade Point Average (-.15921). Since each relation¬
ship is not significant at or beyond the .01 level of
significance, the null hypothesis is accepted for each
relationship. This means that school supervision has a
weak or little relationship with each dependent variable
when interacting with each on a one-to-one basis.
Hypothesis 3 states that there is no statistically
significant relationship between Conduct (CONDUCT) and
each of students' Reading (READ), Mathematics (MATH), Test
of Achievement and Proficiency (TAP), and Grade Point
Average (GPA). In Table 3, CONDUCT correlates signifi¬
cantly with Reading (.36580), Mathematics (.27297), Test
of Achievement and Proficiency (.36675), and Grade Point
Average (.45484). Since each relationship is significant
beyond the .01 level of significance, the null hypothesis
is rejected for each relationship. This means that conduct
has some significant relationship with each dependent
variable when interacting with each on a one-to-one basis.
Hypothesis 4 states that there is no statistically
significant relationship between Age (AGE) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point Average
(GPA). In Table 3, AGE correlates negatively with Reading
(-.06408), Mathematics (-.05269), Test of Achievement and
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is rejected for each relationship. This means that
mother's education has some significant relationship with
each dependent variable when interacting with each on a
one-to-one basis.
Hypothesis 7 states that there is no statistically
significant relationship between Mother's Occupation
(MOOC) and each of students' Reading (READ), Mathematics
(MATH), Test of Achievement and Proficiency (TAP), and
Grade Point Average (GPA). In Table 3, MOOC correlates
significantly with Reading (.28705), Mathematics (.26643),
Test of Achievement and Proficiency (.25835), and Grade
Point Average (.17895). Since each relationship is
significant beyond the .01 level of significance, the null
hypothesis is rejected for each relationship. This means
that mother's occupation has some significant relationship
with each dependent variable when interacting with each on
a one-to-one basis.
Hypothesis 8 states that there is no statistically
significant relationship between Father's Education (FAED)
and each of students' Reading (READ), Mathematics (MATH),
Test of Achievement and Proficiency (TAP), and Grade Point
Average (GPA). In Table 3, FAED correlates significantly
with Reading (.27578), Mathematics (.36736), Test of
Achievement and Proficiency (.32439), and Grade Point
Average (.21773). Since each relationship is significant
beyond the .01 level of significance, the null hypothesis
is rejected for each relationship. This means that
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father's education has some significant relationship with
each dependent variable when interacting with each on a
one-to-one basis.
Hypothesis 9 states that there is no statistically
significant relationship between Father's Occupation
(FAOC) and each of students' Reading (READ), Mathematics
(MATH), Test of Achievement and Proficiency (TAP), and
Grade Point Average (GPA), In Table 3, FAOC correlates
significantly with Reading (.14350), Mathematics (.36736),
and Test of Achievement and Proficiency (.13550). The
null hypothesis is therefore rejected for these variables.
However, the null hypothesis is accepted for father's
occupation and grade point average. (.11403), since the
relationship is not significant at the .01 level.
Hypothesis 10 states that there is no statistically
significant relationship between Vocational Goals (VOGOAL)
and each of students' Reading (READ), Mathematics (MATH),
Test of Achievement and Proficiency (TAP), and Grade Point
Average (GPA). In Table 3, VOGOAL correlates significantly
with Reading (.30614), Mathematics (.25118), Test of
Achievement and Proficiency (.25371), and Grade Point
Average (.34973). Since each relationship is significant
beyond the .01 level of significance, the null hypothesis
is rejected for each relationship. This means that
vocational goals have some significant relationship with
each dependent variable when interacting with each on a
one-to-one basis.
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Hypothesis 11 states that there is no statistically
significant relationship between Educational Goals (EDGOAL)
and each of students' Reading (READ), Mathematics (MATH),
Test of Achievement and Proficiency (TAP), and Grade Point
Average (GPA), In Table 3, EDGOAL correlates significantly
with Reading (.33720), Mathematics (.27772), Test of
Achievement and Proficiency (.27291), and Grade Point
Average (.36633). Since each relationship is significant
beyond the .01 level of significance, the null hypothesis
is rejected for each relationship. This means that
educational goals have some significant relationship with
each dependent variable when interacting with each on a
one-to-one basis.
Hypothesis 12 states that there is no statistically
significant relationship between Absences (AB) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point Average
(GPA). In Table 3, AB correlates inversely with Reading
(-.29920), Mathematics (-.20892), Test of Achievement and
Proficiency (-.25831), and Grade Point Average (-.41917).
Since each relationship is inversely significant, the null
hypothesis is rejected for each relationship. This means
that absences have a strong but inverse relationship with
each dependent variable when interacting with each on a
one-to-one basis.
Hypothesis 13 states that there is no statistically
significant relationship between Tardies (TA) and each of
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students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point Average
(GPA). In Table 3, TA correlates negatively with Reading
(-.15886), Mathematics (-.11184) , Test of Achievement and
Proficiency (-.14678), and Grade Point Average (-.24099).
Since TA correlates with Reading, Test of Achievement and
Proficiency, and Grade Point Average inversely at the .01
level of significance, the null hypothesis is rejected for
each of these relationships. Since Mathematics is not
significantly related to Tardies, the null hypothesis is
accepted for this variable.
Factor Analysis of Data
Because of the large number of variables, a factor
analysis was conducted to reduce the number of variables
by placing them in their respective commonalities. Table 4
gives the results of the factor analysis.
Factor I
Factor I consists of Reading (READ), Mathematics
(MATH), Test of Achievement and Proficiency (TAP), and
Grade Point Average (GPA). This means that all these
achievement scores can be grouped as one variable. These
variables are grouped as Student Achievement, which is
used as the dependent variable in the regression analysis.
Overall, the factor analysis shows that Reading, Mathe¬



















ROTATED FACTOR ANALYSIS OF ACHIEVEMENT SCORES
AND OTHER VARIABLES (n = 407)
FACia< 1 FACTCR 2 FACTOR 3 FACTtR 4 FACTCR 5
.77018 .16830 -.12302 .14963 .10143
.76777 .16115 -.15151 .08184 .07891
. 758116 .26651 -.04025 .07954 -.04059
.64200 .03831 -.31022 .23283 .29152
.12969 .76068 -.14796 -.00816 .00194
.23057 .75571 -.06697 .14393 -.04684
-.02447 .74440 .00106 .04139 .07856
.25379 .70915 .00069 .11179 .03401
.02914 -.08464 .81106 -.04414 -.20896
-.21789 -.00125 .72710 -.04275 -.22513
-.09059 .01290 .68957 -.03824 .31557
.30752 .18649 -.68087 .00003 -.20096
.17943 .12819 -.02680 .93983 .07075
.21712 .12708 -.06506 .92992 .04913
-.06054 -.01674 -.04628 .18220 .70503
.40445 -.00030 -.11199 .21238 .63135
-.09548 -.06542 -.07306 .15232 -.4377.3
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Point Average are more highly related among themselves
than to the other variables.
Factor II
Factor II consists of Mother's Occupation (MOOC),
Mother's Education (MOED), Father's Occupation (FAOC), and
Father's Education (FAED). This means that all these
variables measure student socio-economic status and, hence,
can be grouped as Student Socio-Economic Status (STUSES)
for the purpose of the regression analysis.
Factor III
Factor III consists of School Socio-Economic Status
(SCHSES), School Supervision (SCHSUP), Absencies (AB), and
Tardies (TA). This means that positive school supervision
is associated with high school socio-economic status and
low absences and low tardies. Since these variables are
conceptually different, they are introduced into the
regression analysis separately.
Factor IV
Factor IV consists of Educational Goals (EDGOAL)
and Vocational Goals (VOGOAL). These two variables are
related and can be grouped as Vocational and Educational
Goals (VOEDGO) for the purpose of the regression analysis.
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Factor V
Factor V consists of Sex (SEX), Conduct (CONDUCT),
and Age (AGE). These variables are conceptually different
and, hence, can not be grouped for the regression analysis.
Regression Analysis
To determine the order in which the variables
predict the most impact on student achievement, a regres¬
sion analysis was conducted. These results are shown in
Table 5.
In the table, student achievement is a combination
of Reading (READ), Mathematics (MATH), Test of Achievement
and Proficiency (TAP), and Grade Point Average (GPA) in
Factor I of the factor analysis. Student Socio-Economic
Status (STUSES) is the sum total of Mother's Education
(MOED), Father's Occupation (FAOC), and Father's Education
(FAED), which are variables in Factor II of the factor
analysis. Vocational Educational Goals (VOEDGO) is the
sum of Vocational Goals (VOGOAL) and Educational Goals
(EDGOAL), which are variables in Factor IV of the factor
analysis.
Conduct (CONDUCT), School Socio-Economic Status
(SCHSES), Absencies (AB), Tardies (TA), School Supervision
(SCHSUP) , Sex (SEX) , and Age (AGE) , from Factors III and
V, remain as individual variables, as shown in the factor
analysis.
TABLE 5
REGRESSION ANALYSIS OF THE DATA USING STUDENT ACHIEVEMENT AS THE DEPENDENT
VARIABLE AND ALL OTHER VARIABLES AS INDEPENDENT (N = 407)
Variable B SE B Beta T Sig T
STUSES 11.140318 1.472398 .312205 7.566 .0000
oaNSXcr 28.308247 4.017227 .306534 7.047 .0000
satSEs 25.401206 6.416551 .192786 3.959 .0001
\03XI) 4.443229 1.314165 .139485 3.384 .0008
AB -8.827895 2.870778 -.150967 -3.085 .0022
TA 10.696699 3.714330 .140867 2.880 .0042
ACE -.288895 .516971 -.021355 -.559 .5766
SEX -5.346144 5.112032 -.041902 -1.046 .2963
SG^SUP -1.488861 1.021609 -.065869 -1.457 .1458
(constant) 632.756968 71.869038 8.804 .0000
STUSES Student Socio-Economic Status
ooNcucr Concluc t
saisES Sciiool Soclo-Econanic Status








The results of the regression analysis indicate
that the order of contribution to student achievement is
Student Socio-Economic Status (STUSES), Conduct (CONDUCT),
Vocational and Educational Goals (VOEDGO), Absences (AB) ,
and Tardies (TA). All these are significant beyond the
.01 level. However, School Supervision (SCHSUP), Sex
(SEX), and Age (AGE) made no significant contributions.
Discussion
The main conclusion from the regression analysis
is that the individual Student Socio-Economic Status
(STUSES) is the main contributor to student achievement,
rather than School Socio-Economic Status (SCHSES) and
other variables. That is to say that even in a lower
social class school, it is the relatively high socio¬
economic students who are high performers. This is in
support of the Coleman Report but is not in support of
Edmonds' study. Edmonds argued that if there are high
expectations for students in lower class schools, these
students will attain high achievement. It should be
observed that no school is likely to have students of
entirely the same socio-economic status (SES); therefore,
those students who are from relatively low socio-economic
status backgrounds would be the ones who would attain low
test scores.
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Conduct is the next predictor of student achieve¬
ment, followed by School Socio-Economic Status (SCHSES).
In the correlation matrix in Table 3, however. Conduct is
only marginally significantly related to Mother's Education
(MOED) (.12866) and Father's Education (.15523). While
Conduct is not significantly related to Mother's and
Father's Occupation, this means that students from low
socio-economic status are likely to have low achievement
grades and then have discipline problems, while students
of high socio-economic status attain good achievement
grades and become highly disciplined in learning. This
also means that students do not come to school with good
or bad conduct. They come to school with a positive or
negative disposition toward learning, and this disposition
is related to socio-economic status. Based on their
socio-economic status, then, they achieve or do not
achieve; the low achievers have discipline problems and
the high achievers attain good conduct grades and are
highly motivated to learn. This being the case, the
teachers could control discipline by offering opportunities
for achievement and providing a sense of success to
students.
Teachers should not set unattainable goals for
students with low socio-economic status, but they should
start their teaching at the students' level and bring them
up to higher levels. These students should not be expected
to be on a given page, in a given unit, at a set period of
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time. When school officials realize thisr supervisors and
teachers will have a better chance of increasing academic
achievement of students who have low socio-economic status.
As students, then, achieve at their level, teachers can
use praise and other incentives that will instill in these
students a sense of achievement so that further development
can result.
Summary
This chapter has presented a detailed analysis of
the data. The final chapter contains a summary of the
study, conclusions, and recommendations.
CHAPTER VI
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
This chapter is divided into three main sections:
Summary, Implications and Conclusions, and Recommendations.
Summary of the Study
The Issue
Early research, including the Coleman Report and
studies by Lezotte et al. and Edmonds, differed in their,
approaches to the factors which contributed most to student
achievement. Edmonds and Lezotte et al. showed that even
poor schools, if effectively supervised, can improve
students' achievement. The Coleman Report showed that
socio-economic environment was the most important factor
in student achievement. Studies are therefore required to
combine both student social class variables and the scnool
supervisory process to examine their relative impact on
student achievement.
Theory
The basic conceptual theory of this study was that
a student's achievement is the result of socio-economic
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status, school supervision, and student characteristics.
Factors considered in this study were school socio¬
economic status, school supervision, conduct, age, sex,
mother's education, mother's occupation, father's educa¬
tion, father's occupation, vocational goals, educational
goals, absences, and tardies. The preceding factors were
used to explain student achievement, which embraced read¬
ing, mathematics, the Test of Achievement and Proficiency,
and grade point average.
Hypotheses
The following null hypotheses with respect to the
dependent variables were examined in this study:
1. There is no statistically significant relationship
between School Socio-Economic Status (SCHSES) and each
of students' Reading (READ), Mathematics (MATH), Test
of Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
2. There is no statistically significant relationship
between School Supervision (SCHSUP) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
3. There is no statistically significant relationship
between Conduct (CONDUCT) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
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4. There is no statistically significant relationship
between Age (AGE) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
5. There is no statistically significant relationship
between Sex (SEX) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
6. There is no statistically significant relationship
between Mother's Education (MOED) and each of students'
Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
7. There is no statistically significant relationship
between Mother's Occupation (MOOC) and eacn of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
8. There is no statistically significant relationship
between Father's Education (FAED) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
9. There is no statistically significant relationship
between Father's Occupation (FAOC) and each of
students' Reading (READ), Mathematics (MATH), Test of
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Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
10. There is no statistically significant relationship
between Vocational Goals (VOGOAL) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
11. There is no statistically significant relationship
between Educational Goals (EDGOAL) and each of
students' Reading (READ), Mathematics (MATH), Test of
Achievement and Proficiency (TAP), and Grade Point
Average (GPA).
12. There is no statistically significant relationship
between Absences (AB) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
13. There is no statistically significant relationship
between Tardies (TA) and each of students' Reading
(READ), Mathematics (MATH), Test of Achievement and
Proficiency (TAP), and Grade Point Average (GPA).
Results from Testing the Hypotheses
The following findings resulted from an analysis
of the data with respect to the hypotheses:
1. School Socio-Economic Status has some significant
relationship with student achievement, which encom¬
passes Reading, Mathematics, the Test of Achievement
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and Proficiency, and Grade Point Average, when inter¬
acting with each of these variables individually.
School Socio-Economic Status plays a role in student
achievement.
2. School Supervision does not have a statistically
significant relationship with student achievement,
which includes Reading, Mathematics, the Test of
Achievement and Proficiency, and Grade Point Average,
when interacting with each of these variables
individually. School Supervision at this particular
time does not have an impact on student achievement.
3. Conduct has some significant relationship with student
achievement, which encompasses Reading, Mathematics,
the Test of Achievement and Proficiency, and Grade
Point Average, when interacting with each of these
variables individually. Conduct is an important
factor in student achievement.
4. Age has a weak or little relationship with student
achievement, which encompasses Reading, Mathematics,
the Test of Achievement and Proficiency, and Grade
Point Average, when interacting with each of these
variables individually. Age is not a significant
factor in student achievement.
5. Sex has no significant relationship with student
achievement, which encompasses Reading, Mathematics,
the Test of Achievement and Proficiency, and Grade
Point Average, when interacting with each of these
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variables individually. The high school level boys
and girls seem to perform at the same level.
6. Mother's Education has a significant relationship with
student achievement, which includes Reading, Mathe¬
matics, the Test of Achievement and Proficiency, and
Grade Point Average, when interacting with each of
these variables individually. Mother's Education
seems to play a definite role in student achievement.
7. Mother's Occupation has a significant relationship
with student achievement, which encompasses Reading,
Mathematics, the Test of Achievement and Proficiency,
and Grade Point Average, when interacting with each of
these variables individually. Mother's Occupation is
important to student achievement, for mothers serve as
role models for their children.
8. Father's Education has some significant relationship
with student achievement, which encompasses Reading,
Mathematics, the Test of Achievement and Proficiency,
and Grade Point Average, when interacting with each of
these variables individually. Father's Education,
like Mother's Education, is significant; consequently,
it has an important place in student achievement.
9. Father's Occupation correlates significantly with
student achievement components of Reading, Mathematics,
and the Test of Achievement and Proficiency, when
interacting with each of these variables individually.
On the other hand. Father's Occupation does not
99
correlate significantly with Grade Point Average.
Father's Occupation, then, strongly impacts Reading,
Mathematics, and the Test of Achievement and Profici¬
ency, when interacting with each of these variables
individually. Father's Occupation, however, does not
impact Grade Point Average, meaning that the grade
point average would not change because of father's
occupation.
10. Vocational Goals have a significant relationship with
student achievement, which encompasses Reading,
Mathematics, the Test of Achievement and Proficiency,
and Grade Point Average, when interacting with each
of these variables individually. Vocational Goals
play an important role in student achievement, for
they affect student achievement. Student achievement
matches stated vocational goals.
11. Educational Goals have a significant relationship
with student achievement, which encompasses Reading,
Mathematics, the Test of Achievement and Proficiency,
and Grade Point Average, when interacting with each
of these variables individually. Student achievement
is positively affected by Educational Goals. Once
the Educational Goals are set, students begin trying
to attain goals by achieving.
12. Absences have a strong but inverse relationship to
student achievement, which includes Reading, Mathe¬
matics, the Test of Achievement and Proficiency, and
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Grade Point Average, when interacting with each of
these variables individually. As Reading increases.
Mathematics decreases, and as Test of Achievement and
Proficiency decreases. Grade Point Average increases.
There is a strong but inverse relationship between
Absences and student achievement, and that strength
depends on the increase and decrease of Reading and
Mathematics and Test of Achievment and Proficiency
and Grade Point Average.
13. Tardiness correlates negatively and inversely with
student achievement, which encompasses Reading,
Mathematics, the Test of Achievement and Proficiency,
and Grade Point Average. As Reading goes up. Test of
Achievement and Proficiency and Grade Point Average
go down. On the other hand. Mathematics is not
significantly related to tardiness. Tardiness does
have an impact on student achievement and Grade Point
Average; however, there is no significant impact
between tardiness and student achievement.
Findings
The findings of this study are summarized in this
section, and the appropriate conclusions are given with
respect to the research questions and the hypotheses. From
this study, the findings demonstrate that student achieve¬
ment is affected by a number of factors.
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Research Question 1 asked: Would student achieve¬
ment be explained by the individual student social class
or the school social class? The question is answered in
Table 5 in the regression analysis. In Table 5, the data
indicated that individual student'social class is the most
important contributor to student achievement; therefore,
student achievement can be explained by individual student
social class.
Research Question 2 asked: Would student achieve¬
ment be explained by the level of school supervision? This
question is answered in Table 3, the correlation matrix.
In Table 3, the data indicated that student achievement
cannot be explained by sex. Further, age has a weak
relationship to student achievement, while attendance has
a strong inverse relationship to student achievement. In
addition, student achievement can definitely be explained
by aspirations.
Results of the Regression Analysis
The results of the regression analysis indicate
that the order of contribution to student achievement is
Student Socio-Economic Status (STUSES), Conduct, School
Socio-Economic Status (SCHSES), Vocational Goals (VOGOAL),
Educational Goals (EDGOAL), Absences (AB), and Tardies
(TA) . All these are significant beyond the .01 level.
However, School Supervision (SCHSUP), Sex, and Age did not
make significant contributions.
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The main conclusion from the regression analysis
is that the individual Student Socio-Economic Status
(STUSES) is the main contribution to student achievement,
rather than School Socio-Economic Status (SCHSES) and
other variables. This is to say that even in a lower
social class school, it is the relatively high socio¬
economic status students who are high performers. This is
in support of the Coleman Report but not in support of
Edmonds' study. Edmonds argued that even students in
poorer schools should attain higher student achievement if
there are high expectations for their success. It should
be observed that no school is likely to have students of
totally the same socio-economic status.
This study seems to indicate that even slight
variation of socio-economic status among students will be
the factor which will predict student achievement.
Further, although school supervision was included in the
sample of four schools, this variable did not predict
student achievement, as Edmonds and others expected.
Implications and Conclusions
Statistical Issues
In a correlational analysis, many variables were
significantly related to student achievement. For example.
School Supervision was inversely related to Grade Point
Average. However, in the regression analysis. School
Supervision was not influential, and in fact Socio-Economic
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Status was most significant, with Conduct, School Socio-
Economic Status, Vocational Goals, Educational Goals,
Absences, and Tardies following in that order. It should
be observed that the Coleman Report suggested that socio¬
economic status more than other variables predicted
student achievement. This study confirms that finding.
Edmonds' finding is not supported directly by these
findings; however, the implication is that principals and
teachers have to extend their efforts into the structure
of the home. There is also the issue that the principals
and teachers of low school socio-economic status, poor
conduct, high absences, and high tardies work very hard to
gain efficiency, but the environments are equally powerful
against them. In higher socio-economic status schools,
the environment is working for the principals and teachers.
To counteract the poor environments, principals and
teachers need to provide a sense of achievement to students
of low socio-economic status by lowering the curriculum
and providing relevant teaching methods to meet the social
and academic needs of these students. When these students
attain success in school, they will most likely become
more disciplined and attain better conduct grades from
teachers.
Design Issues
This research is by a survey technique in which
all the schools more or less followed central office
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supervisory requirements. Indeed, the difference in the
total supervision scores was not very substantial. This
means that there still might be some power in Edmonds'
argument; if the principals were treated for more positive
instructional technique, they probably could make a
difference. This would call for an experimental design to
determine the relevance of Edmonds' argument. Another
issue is that from the correlation matrix the School
Supervision correlates inversely with Grade Point Average
and School Socio-Economic Status. This means that there
was more positive supervision in low socio-economic
schools and the grade point average was low, while there
was less positive supervision in the high socio-economic
status schools but the grade point average was higher. It
means that there is a tendency for school principals to be
high on both task and consideration in low socio-economic
status schools, but it was not strong enough to improve
the student test scores. Where student achievement was
low, the principals were trying to gain efficiency but the
environments are equally powerful against them. In higher
socio-economic schools, the environment is working for the
principal.
Recommendations
The following recommendations are made for future
study and practice:
1. Principals and teachers should be educated at workshops
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in ways and means of how to link the school to the
homes in order to counter the negative impacts of the
home. That is to say, supervision strategy and
curriculum strategy should deal with problems of the
home.
2. To improve discipline, teachers will have to consider
ways and means of relating teaching and the curriculum
to student socio-economic status so that the students
of low socio-economic status will obtain a sense of
achievement.
3. Teachers should be taught at workshops the relation¬
ships among conduct, socio-economic status, and
achievement. Conduct and socio-economic status are
highly related to achievement but not systematically
related to one another; so teachers must be taught to
observe that if they raise the test scores of students
by monitoring teaching and curricula, student conduct
will be improved.
4. There is a need for an experimental design to test
whether systematic improvement of supervision can
improve student achievement.
Limitations
The following limitations apply to this study;
1. This was limited to only four high schools in the
Atlanta Public School System.
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2. It was also limited to one school system in the metro¬
politan Atlanta area.
3. This study was further limited to tenth graders.
4. The variables in this study should be interpreted as
defined and measured.
Summary
This chapter finalizes this research by providing
a summary of previous chapters, describing the implications
and conclusions emanating from the findings, and making
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Construct Validity of Questionaire
Scliool
Questionnaire Items
1. No clear understanding of causes of problems by
the adninistration v^en solutions are decided.
2. C^ioions of teachers are accepted by the
administration concerning the causes of
problems.
3. Objectives of the school are designed to resolve
the problems confronting the school.
4. Opinions of teachers are used in fonrulating
the schooi's objectives.
5. Program strategies are reievant to meeting the
school's objectives.
6. Opinions of teacfiers are accepted in the
development of program strategies to achieve
the school's objectives.
7. Cost of alternative programs are examined before
making cost-effective choices.
3. Opinions on the inplementation strategies of
alternative programs are accepted.
9. Program evaluation methods are relevant and
effective.
10. Opinions on ma-thods for evaluating program im¬
plementation are accepted.
11. Findings obtained from evaluation are used to
update decisions on program itrpiementation.
12. School leadership provides information on
modern curriculun designs to teachers.
13. School leadership establishes and 'works with
curriculum ccjmnittees to facilitate effective
teaching and learning.
14. School leadership facilitates the development of
curriculun laboratories and materials centers.




















16. School leadership encourages teachers to update
curriculun, materials and teaching methods to
meet the needs of low achievers.
17. School leadership requires teachers to create
alternative curriculum nnaterials to resolve learn¬
ing problems of low achieving students.
18. School leadership requires teachers to show how the
reading and mathematics scores are related to sex,
conduct, aspirations, attendance and parental
backgrounds of each chi Id.
19. In conferences or meetings, the school leadership
requires teachers to show why low achieving stu¬
dents have not inproved.
20. In conferences or meetings, the schooi leader¬
ship requires teachers to analyze teaching and
learning problems and to develop new strategies
for resolving them.
21. School leadership requests parents of low
achieving students to evaluate the effective¬
ness of the curriculum and teaching nethodology.
22. In observing classroom instruction, school leadership
prefers teachers to conduct role playing, pictures
studies, model building, drawing or some students
direct activities.
23. In observing classroom instruction, school leader¬
ship looks to see the level of participation by
low achieving students.
24. In conferences or meetings, school leadership is
more concerned with making judgements on the
effectiveness of the teacher than with helping
the teachers.
25. School leadership facilitates teacher's self
appraisal with respect to teaching methods
and students' achievement.
26. School leadership conducts follow-up sessions with
teachers to see if teachers' suggested curriculun
plan have inproved low achievirtg students' per¬
formance.
27. School leadership enphasizes the improtance of















28. School leadership facilitates the use of
diagnostic tests for identifying weak¬
nesses in students' progress, teaching
methodologies and curriculun materials. .7227
29. School leadership uses objective observational
data in evaluating teaching and teacher per¬
formance. ,6747
30. School leadership encourages constant
evaluation and revision of objectives,
curriculun, and teaching meth^s to
meet the learning level of low achicveing
students. .7861
31. School leadership encourages teachers to get
parents of low achieving students to visit
the teachers and develop plans to iitprove
teaching and learning. .6658
32. School leadership sets an approving climate
when observing classroon teaching. .7110
33. In observing teachers, school leadership is
more concerned with behavior which controls
students than with creative teaching approaches. .3941
34. School leadership assists teachers in estabiishing
activities for students to increase their time on
task. ,7407
35. School leadership errphasizes time on task, but
does not show teachers bow to increase it. .2998
36. School leadership has developed a workable
approach to iirproving students' time on task. .6739
37. School leadership is critical of teachers rather
than helpirg then to improve time on task. ,4568
38. School leadership has developed a workable
methodology for increasing the expectation for
student achievement. .6740
39. School leadership requires teachers to ireke tests
sinple to allow low achieving students to make
better grades. .239640.School leadership requires teachers to break¬
down the curriculun to the level of the low
achieving students in order to give them a
sense of success. .5175
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41. School leadership requires teachers to
praise low achieving students even if
their grades are low. .4579
42. School leadership asks teachers to praise
and encourage students who are discipline
problems. .5848
43. School leadership asks teachers to tell
parents of low achieving students tliat
their test scores will iirprove. .3002
44. School leadership informs teachers that they
are all highly capable. .6452
45. School leadership shows teachers how to
realize their best qualities as teachers. .7779
46. School leadership is supportive of teachers even
when their students are low achievers. .7214
47. School leadership demonstrates strategies which
enable teachers of low achieveing students to
excel. .8100
48. School leadership establishes a cooperative
cl imate. .8197
49. School leadership facilitates teacher-teacher
cooperation.
50. School leadership builds a positive school-cotmuni ty
climate.
51. The school atmosphere encourages teachers and students
to develop to their fullest potential. .7918
52. The supervision process enables all teachers to
develop their creative talents in teaching. .8360
53. The supervision process enables teachers to use
parental assistance in the inprovement of
students' achievement. .7556
54. The supervision process permits the parents of
low achieving students to assist in the develop¬
ment of their children. .6975
55. The supervision process enables the interests and
experiences of low achieving students to influence




56. The supervision process permits the teachers
to inprove the di scipl ine/conduct of the low
achieving stusents.
57. The supervision process provides essential
information necessary for the teacher to
inprove students' achievement.
58. The supervision process provides information
essential for teacher self-development and
growth.
1. Items of correlation belcw .3 are omitted from scale.
2. Item 24 is also omitted because of its negative correlations.
.7865
.8394
.8140
